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ABSTRACT
This is the evaluation report of the third year of

operation, 1970-71, of the Fort Worth Central Cities Project, which
was initiated in 1968-69 to provide structural. preschool experiences
for two- to five-year-old children from an economically deprived area
in the Fort Worth inner city. The Project was a joint effort of the
Southwest Educational Development Laboratory and the Fort Worth
Central Cities staff. Evaluation results indicate that the Project
was successful in preparing economically disadvantaged children to
enter first grade on an equal footing with their more advantaged
agemates, and to experience success in their first experience with
formal schooling. The report contains a description of the program
and its objectives, the evaluation design, the comparison groups, the
hypotheses to be tested, and the results of the evaluation (including
an evaluation of special education and self-concept). There are
numerous tables and figures throughout the report. (Authors/SB)
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April 2, 1972

Dr. Julius Truelson, Superintendent
Fort Worth Independent School District
Fort Worth, Texas

Dear Dr. Truelsonl

Submitted herewith is the evaluation report of the third
year of operation, 1970-71, of the Fort Worth Central Cities
Project. This Project was a joint effort of the Southwest
Educational Development Laboratory and the Fort Worth Central
Cities staff. The Laboratory assisted in the design of the
materials and conducted the evaluation. The Central Cities
staff was solely responsible for implementing the program in
1970-71.

Evaluation results indicate that the Project was successful
in preparing economically disadvantaged children to enter first
grade on an equal footing with their more advantaged agemates,
and to experience success in their first experience with formal
schooling.

The report contains a description of the program and its
objectives, the evaluation design, the comparison groups, the
hypotheses to be tested, the results of the evaluation, and
their implications.

We appreciate the assistance of the Region XI Education
Service Center and the cooperation of the Fort Worth Indepen-
dent School District personnel who participated in the Project.

JHP/mh

Sincerely,

4-ned 7
ame H. Perry

A

Executive Director
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ABSTRACT

The Fort Worth Central Cities Project was initiated in 1968-69 to

provide structured preschool experiences for two- to five-year-old chil-

dren from an economically deprived area in the Fort Worth inner city.

For the ehree years, 1968-1971, the program was supported by U. S. Office

of Education Title III funds.

The Project was a cooperative venture of the Fort Worth Independent

School District and the Southwest Educational Development Laboratory.

The educational materials included ehree components of the SEDL Early

Childhood Education Learning System -- Curriculum Development, Staff

Development, and Parent Involvement. A fourth component, Special Edu-

cation, was added in 1969, funded by a grant from Region XI Education

Service Center. Research and evaluation services have supported all

the components. The Fort Worth Independent SChool District administered

the Project. Evaluation was the responsibility of SEDL.

During the 1970-71 school year there were 152 Blacks, six Mexican

Americans, and two Anglos in the Central Cities program. These Children

comprised the Experimental or Project group. For evaluation purposes

there were four Control or Comparison groups: a primary group of two-

to four-year-old children in three Fort Worth United Fund day care

centers; and three secondary groups of five-year-old Children in 1) a

public sChool kindergarten near Texas Christian University serving

middle-class families, 2) three public school all-day kindergartens in

the target area drawing from families similar to those in the Project

group, and 3) two public school all-day kindergartens in a low-income,

predominantly Anglo area of Fort Worth.



In keeping with the analysis plan, various intelligence and achieve-

ment measures were administered as pre- and posttests to each age group

in the Project and to each Comparison group. The evaluation design also

included a parent interview schedule, teacher attitude test, an analysis

of pupil attendance and pupil self-concept, and an assessment of special

education pupils.

Evaluation findings indicated that disadvantaged children in the

Central Cities Project made significant increases on the Slosson Intel-

ligence Test. Five-year-olds who completed three years in Central Cities

showed readiness for first grade, scoring in the 90th percentile on the

Test of Basic Experience and well above the disadvantaged comparison

sample on the Raven Progressive Matrices and the Slosson as well. Gains

on the Slosson correlated with age of entry into the Project and also

with the amount of time spent in the program, as follows:

1. Five-year-olds who entered the program at age three and re-mained in it for three years showed a mean gain of 12.74.

2. Four-year-olds who entered the program at age two and remainedin it for three years showed a mean gain of 25.50.

3. Four-year-olds who entered the program at age three and re-mained in it for two years showed a mean gain. of 6.58.

From these results it would appear that the earlier intervention is

begun and the longer it is maintained, the more effective it is.

An analysis of the effects of parent involvement revealed that the

amount of parent participation, as measured by attendance at school

meetings, did not correlate significantly with the IQ gains of their
children. The Minnesota Teacher Attitude Inventory was used.to assess

teacher attitudes. A correlation study revealed that teacher attitude
was not significantly related to the /Q of children in their classes

2
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during the third year of the program. In the two previous years, however,

children with more rathoritarian teachers made greater IQ gains than chil-

dren in classes with less authoritarian teachers.

A follow-up study was made of children who had had two years in the

Project and in 1970-71 were completing first grade. They were compared

with a first grade class in a target area school and one in a middle -

income school. Scores of the middle-income group remained significantly

higher on the Slosson and the Peabody, but all three groups regressed on

the Slosson at the end of Grade 1,.a regression observed in a majority

of follow-up evaluations of preschool programs. Central Cities partici-

pants, however, showed higher self-concepts and were rated by their

teachers as exhibiting more positive emotional behavior, intellectual

ability, physical status, motor behavior, and adjustment to the class

than did non-Project children from the target area.

Following are some of the conclusions reathed after three years of

research on children who participated in the Central Cities Project:

1. Intervention at ages two and three brings greater score
increases on a standardized IQ test than later intervention
at ages four and five.

2. Children achieve significant score gains on IQ tests during
their first year of preschool intervention and tend to main-
tain these gains when preschool intervention is continued.

3. Children show a decrease in IQ score between the end of
preschool and the end of first grade regardless of the
econamic level or racial composition of the group.

4. Disadvantaged children show readiness for first grade after
three years of participation in the Fort Worth Central Cities
Prcdect.

Each year of the Project produced some positive results. After

three years, it could he measured a success by virtue of meeting its

primary goal -- to prepare disadvantaged 'children aged two to five to

experience success when they enter first grade.

3 10



CHAPTER I

BACKGROUND AND OBJECTIVES

The Fort Worth Central Cities Project was begun in 1968-69 in an effort

to provide economically disadvantaged Black children in the heart of Fort
Worth with the preparation they need to enter the primary grades on an equal
footing with their middle-class agemates. While the Central Cities Program

incorporated materials originally designed by the Southwest Educational De-

velopment Laboratory, during 1970-71 it was implemented solely by Central

Cities staff, with the Laboratory conducting the evaluation. Funds for the

Project were secured from the U.S. Office of Education through Title III.

Since funding was not renewed for 1971-72, 1970-71 was the last year of

operation fok the Central Cities Program.

SITE DESCRIPTION

In the Fort Worth Central Cities area there are seven elementary schools:

Charles E. Nash, Carver, Versia Williams, R. Vickery, East Van Zandt, Carrol

Peak, and James E. Guinn. All feed into I. M. Terrel High School.

The problems of the target area are similar to those of other large

inner-city neighborhoods across the country. The 1960 census showed that

95 percent of the 35,692 persons residing in inner-city Fort Worth were
Black.* The section consists of seven square miles, 3.5 percent of the land

within the Fort Worth city limits. In contrast, the area also contains:

50 percent of the city's Black population

40 percent of its single-parent families

60 percent of the Tarrant County welfare recipients

*At the time this report was written, the ethnic breakdown of the 1970 censuswas not complete. Information available indicates that no major distributional
changes have taken place.
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50 percent of the county's recipients of aid for dependent children

43 percent of the county's recipients of aid to the blind and
disabled

23 percent of all crimes committed in Fort Worth

20 percent of the city's juvenile offenders

715 percent of the city's income-producing families (However, 80
percent of the families have less than $5,000 total income [They
equal 20 percent of all Fort Worth families receiving less than
$5,000.]; 30 percent receive less than $2,000; 50 percent receive
less than $3,000; and 65 percent receive less than $4,000.)

Area residents have a median education level of fewer than ndme school

years, more than 10 percent below the median for the city and 23 percent

below the median for Tarrant County. Over 50 percent of the area work force

is composed of unskilled laborers or domestic workers. Although Fort Worth

had a 1.9 percent unemployment rate in 1969, a majority of the target area

residents were unemployed or employed in jobs yielding inadequate incomes.

The inner-city area, which was primarily Anglo residential at the end

of Wteld Whr I, is close to the central business district of Fort Worth.

Residential sections are isolated by major physical barriers, such as the

Trinity Elver, five sets of railroads, four freeways, and several major

thoroughfares. These barriers make many sections virtually inaccessible

and uneconomical to serve adequately with streets, public facilities, and

other services.

Area housing consists predominantly of small, frame, single-family units.

Most dwellings are aver 50 years old, dilapidated and deteriorating, and

lacking the amenities of modern living. Still, the housing situation is not

as congested as it is in comparable areas in other major cities. There is

little stacking, and the amount of open lot space is generally muyre adequate.

Scattered throughout the area are a few newly-constructed, higher

density residential, commercial, and industrial buildings. About 40 percent

of the people in the target area own their own homes. By contrast 63 percent



of all Tarrant County residents were homeoWners in 1960, and 59 percent of

all Fort Worth residents were homeowners. The average value of owner-occupied

dwellings in the target area is $5,845 per unit -- much lower than the average

for the city.

RATIONALE

Since Children are more alike than they are different, their needs are

basically the same. They need love, food, clothing, shelter, and medical

attention; but they also need the freedom to grow and develop within an en-

vironment conducive to positive learning. When a child lacks this sort of

environment and is denied the necessities of a. secure, happy existence, his

potential for growth is usually reduced and his emotional and intellectual

development stunted.

According to several research studies (Bloom 1964; Davis and Hess 1965)

involving infants of different ethnic groups, there is little measurable

difference among most children through the age of 15 to 18 months. SomeWhere

between 18 and 36 months the difference in the intellectual development of

middle-class and low-income children widens considerably. The effects of an

impoverished environment are most obvious in the area of language development.

By the time they enter kindergarten, low-income Black children are often far

behind their more fortunate agemates in both understanding and expressing

themselves in the language of the school. This disadvantage, combined with

the other drawbacks of poverty, puts the low-income Black child behind before

he even starts school.

Aside from language difficulties, the lack of basic physical needs also

handicaps lowh-income children. Their parents are often poorly educated them-

selves, and their knowledge of proper nutrition and medical care is usually

limited. Even if they knew what should be done, the parents usually could

,
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not afford the necessary attention. No matter how highly motivated he is,

a child who is undernourished or in poor health will not be able to learn

effectively.

With middle-class, standard-English-speaking children, educators usually

work to promote language development by focusing on the cognitive, affective,

and psychomotor deveLapment of the child. However, the particular environ-

mental problems faced by the low-income Black child necessitate a more

comprehensive approach. While the Black child can understand and make him-

self understood by a sensitive, patient teacher, his nonstandard dialect and

poor language structure make both these tasks more difficult for him than

for other young children. A teacher who lacks an understanding of the

child's background may link his impeded progress with low intelligence. This

attitude often is transferred to the child, who begins to see himself as a

failure at an early age. As he continues through school, he tends to fall

further behind; and the cyclical process of low self-concept and failure

will be harder to halt.

Proper care and positive learning experiences may prevent this failure

cycle from getting started. With good food and medical care and a stimulat-

ing, reinforcing environment, young children may develop enough self -

confidence and experimme enough joy in learning to take them through the

difficult primary school period without becoming discouraged. If at the

same time their standard language skills are developed, their school commu-

nication problems may be eliminated.

GOALS

The Fort Worth Central Cities Project attempted to provide a group of

two- through five-year-old low-income urban Black children with the language

skills they needed to function well in school. At the same time the Project

7 14
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fed the children two hot meals a day and salf that they received all necessary

medical care. Two basic language development approaches were used. For

two- and three-year-olds, the Project attempted to develop structured lan-

guage patterns and to correct faulty patterns acquired prior to intervention.

Since four- and five-year-olds usually have already learned to communicate

verbally, the Project attempted to add a school dialect to their home dialect
.

and teach them when to use each form of language.

With both older and younger children, staff members refrained from

making value judgments. They presented standard English as appropriate in

school situations and the children's home dialect as appropriate among

family and friends. Teachers were careful to guide language development

through planned activities rather than individual correction. This approach

was designed to minimize anxiety and hurt feelings. The Project's overriding

language development goal was to teach each child to understand and use the

language of the school and to let him decide for himself when other dialects

are appropriate.

OBJECTIVES AND EVALUATION DESIGN

The contractual agreement between the Fort Worth Central Cities Project

and the U.S. Office of Education committed the Project to three tasks:

To develop an early childhood education curriculum for economically
disadvantaged two- through five-year-old children

To develop a staff training program to complement the curriculum

To develop a parent involvement program to help parents enrich
and reinforce their children's learning experiences

In order to reach these goals, the Fort Worth Central Cities Project

established three objectives. Following is presentation of each objective

in both nonbehavioral and behavioral terms.

Zr-r.
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OBJECTIVE 1 (Non-Behavioral) To establish an educational environment in

which two- through five-year-old children from economically deprived

homes are provided an opportunity to develop intellectually, socially,

physically, and emotionally.

OBJECTIVE 1 (Behavioral) As measured by norm-referenced evaluation

instruments, the performance of economically disadvantaged preschool

children who have experienced an educational environment which includes

a sequentially planned program, adult-child interaction, guided peer

interaction, and nutritional and medical services will be higher in

the areas of affective, cognitive, and psychomotor development than

that of children in day care centers.

Affective development

A. General goal

1. Given learning activities designed to foster affective

development, 80 percent of the children will exhibit

self-concept development reflected in cthanges in their

school adjustment, interests, attitudesand values as

measured by Project staff using observation check sheets

and criterion-referenced tests.

B. Specif ic objectives

1. Given learning experiences involving peer group and

adult-child interactions, 80 percent of the children

will exhibit the behavior of sharing as indicated by

project staff on an observation check sheet and criterion-

referenced instruments.

2. Given learning experiences designed to teach children to

take turns speaking, 80 percent of the pupils will exhibit

this behavior as indicated by Project staff on an obser-

vation check sheet and criterion-referenced instruments.

3. Given learning experiences including role-playing and

the use of pictures to elicit desired emotional responses,

80 percent of the children will exhibit the appropriate

behavior as indicated by Project staff on an observation

sheet and criterion-referenced instruments.

4. Through participation in structured learning experiences

emphasizing self-awareness and interpersonal similarities

and differences, 80 percent of the children will exhibit

self-awareness and an understanding and acceptance of

individual and cultural variety, as indicated by norm-

ref erenced instruments.

C. Evaluation

1. Norm-referenced instruments
a. Preschool Attainment Record

b. Caldwell Preschool Inventory

9



2. Observation Check Sheet
3. Self-Concept Inventory

Cognitive Development

A. General goal

Given structured learning activities designed to aid
cognitive development, 80 percent of the children will
demonstrate the ability to recall knowledge, to solve
problems, and to think creatively, as measured by norm-
and criterion-referenced instruments.

B. Specific objectives

1. Given structured learning activities designed to aid
language development, 80 percent of the children will
demonstrate significantly increased vocabularies as
measured by norm-referenced instruments.

2. Given structured learning activities involving problem
solving, 80 percent of the children will exhibit gains
in relevant skills as measured by norm-referenced in-
struments.

3. Given learning activities requiring creative thinking,
80 percent of the children will achieve the objectives
of the lessons as measured by criterion-referenced in-
struments.

C. Evaluation

1. Norm-referenced instruments (pre-post measures)
a. Slosson Intelligence Test
b. Peabody Picture-Vocabulary Test
c. Raven Progressive Matrices Test
d. Caldwell Preschool Inventory

2. Criterion-referenced instruments
a. Unit Criterion Test
b. Mastery Criterion Test

Psychomotor Development

A. General goal

Given sequential learning activities designed to improve
psychomotor development, 80 percent of the children will
exhibit the ability to use fine motor skills to manipulate
materials and objects and will also demonstrate improved
auditory acuity and visual discrimination as measured by
norm-referenced instruments.

B. Specific objectives

1. Given specific instructions in listening to auditory
stimuli, 80 percent of the children will demonstrate the

10



ability to recall prior auditory information sequentially,
as measured by nom-referenced instruments.

2. Given structured learning activities requiring visual
discrimination, 80 percent of the children will demon-
strate the ability to recall prior visual experiences
sequentially, as measured by norm-referenced instruments.

3. Given learning activities involving fine muscle control,
80 percent of the children will exhibit skill in coor-
dinating visual perception with fine motor responses as
measured by criterion and norm-referenced instruments.

C. Evaluation

1. Nom-referenced instruments
a. Auditory Test of Language Comprehension (Pre-post)
b. Caldwell Preschool Inventory

2. Criterion-referenced instruments
a. Unit Criterion Test
b. Mastery Criterion Test

OBJECTIVE 2 (Non-Behavioral) -- To provide an opportunity for parents of
Project children to participate more effectively in society and assume
responsibility for enhancing the educational and physical development
of their children.

OBJECTIVE 2 (Behavioral) -- The children whose parents take an active part
in a parent involvement program designed to complement the Early Child-
hood Education Learning System will achieve greater gains on normr
referenced instruments and perform better on criterion-referenced tests
than the children of parents.who assume a less active role.

The following activities for parents were planned to complement the
children's program:

A. Eight monthly meetings consisting of the following parent
1earning experiences:

October Getting acquainted with parents
Film - "Characteristics of Children"

November Lesson demonstration with children

December Selecting educational toys and using than
to develop concepts

January Slides of Center children - their progress
and their needs

February Discussion with each individual parent
about his child (while other parents
involve themselves in making toys or other
resource materials)

11 1 8



March Group discussion - each parent tells how
he works with his child

April Film

May Group discussion - Where do we go from here?

At each classroom meeting, the teacher presents the parents
with a list of concepts and skills that have been taught
previously. The teacher also distributes another list con
taining specific activities designed to reinforce the child's
cognitive and social development.

B. Adult vocational courses

1. The courses are designed to upgrade the parents' skills.
Children of skilled parents benefit both directly and
indirectly.

2. The courses bring target area and Central Cities parents
together monthly to hear speakers and to interact on
topics that will reinforce and enhance their. understanding
of child-rearing practices.

C. Evaluation

The attendance of parents at the eight monthly meetings
was used as an index of parent participation. Parents
attending four to eight meetings were considered actively
involved; those attending three meetings or less were
considered less actively involved. The effectiveness of
the parent involvement program was measured in terms of
the gains of children on norm- and criterion-referenced
instruments. A statistical analysis was conducted to
determine whether the norm- and criterion-referenced
gains of the children of actively involved parents ex!-
ceeded the gains of those with less active parents.

OBJECTIVE 3 (Non-Behavioral) -- To increase the effectiveness of school
personnel who work with Project children by using programs which extend
professional competencies and deepen understanding of the special needs
and characteristics of economically deprived people.

OBJECTIVE 3 (Behavioral) -- The children of the teachers who are most successful
in achieving the objectives of a preservice and inservice training pro-
gram designed to complement the Early Childhood Education Learning System
will show greater gains on evaluation instruments than the children whose
teachers are less successful.

The preservice and inservice program consisted of:

A. Sessions on the use of the following teaching strategies:
questioning, reinforcement, adult-child interaction, role-
playing, diagnosis, matching, and evaluation. Observation
instruments were used to measure the success of the
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teacher in questioning, reinforcement, and adult-child
interaction.

B. Sessions involving patterning (structured language
activities that require the child to respond to a pre-
scribed phrase or sentence pattern) and modeling
(spontaneous use of correct English in all situations).
Video tapes of individual teachers were used for self -
analysis, and video tapes of anonymous teachers were
used for group analysis. Also, an articulation test
was administered to all teachers. Articulation check-
lists were employed by the staff to measure success in
modeling.

C. Sessions involving research studies, books, and
periodicals on the disadvantaged child. These sessions
were designed to provide the teacher with material to
improve her attitude, her level of expectation, her
acceptance, and her ability to identify with the disad-
vantaged child. An instrument designed to test the
teacher's knowledge of the characteristics of the dis-
advantaged child was administered on a pre-post basis.
Teachers also took the Minnesota Teacher Attitude Invenr.
tory

D. Sessions involving classroom management. These focused
primarily on the flow of activities, that is, the use
of learning centers and the rotation of groups and indi-
viduals from teachers to teacher assistants to independent
individual activities in a well-planned and organized way.
An observation check sheet was used to determine the suc-
cess of each teacher in developing a positive learning
atmosphere in her room.

E. Evaluation

The success of the teacher training program was measured
by pupil gains on normr-referenced instruments. First,

the success of each teacher was determined by the instru-
ments designated for evaluating each training session.
Second, a statistical analysis was made to show the re-
lationship between the teachers with varying degrees of
success and the gains of the pupils on norm-referenced
instruments.

ANALYSIS PLAN

I. AGE GROUPS

TWO-YEAR-OLDS

13



Tests Administered

1. Slosson Intelligence Test
2. Preschool Attainment Record

Analysis: Pre-posttest comparison of Experimental and Control
groups with pretest treated as a covariable

THREE-YEAROLDS

Tests Administered

1. Slosson Intelligence Test
2. Peabody Picture-Vocabulary Test
3. Raven Progressive Matrices Test (raw scores)
4. Amditory Test of Language Comprehension (Carrow)
5. Preschool Attainment Record

Amalvses 1. Pre-posttest comparision of experimental vs.
control groups with pretest treated as a
covariable

2. Pre-posttest comparison of special education vs.
control groups with pretest treated as a co-
variable

3. Pre-posttest comparison of three-year olds with
one previous year in Project vs. control groups
with pretest treated as a covariable

4. Pre-posttest comparison of three-year-olds with
one previous year in Project vs. three-year-olds
with no previous time in Project with pretest
treated as a covariable

5. Pre-posttest comparison of both groups in
number 4 vs. control groups with pretest
treated as a covariable

Analysis, - Pre-posttest comparison of experimental vs. control
groups with Slosson IQ treated as a covariable

FOUR-YEAR-OLDS

Tests Administered

1. Slosson Intelligence Test
2. Peabody Picture-Vocabulary Test
3. Raven Progressive Matrices Test (raw scores)
4. Amditory Test of Langauge Comprehension (Carron)
5. Preschool Attainment Record

Analyses 1. Preposttest comparison of experimental vs.
control groups with pretest,treated as covariable

2. Preposttest coMparison of special education vs.
control groups with pretest treated as a covari-
able

3. Pre-posttestzdompariion of pupils with one year
in Project vs. cOnttol groups with pretest
treated as.a coVariable

14



4. Pre-posttest comparison of pupils with previous
years in project vs. control groups with pre-
test treated as a covariable

5. Pre-posttest comparsion of pupils with one and
two previous years vs. control groups with pre-
tast treated as a covariable

6. Pre-posttest comparison of pupils with one
previous year vs. two previous years with pre-
test treated as a covariable

FIVE-YEAR-OLDS

Tests Administered

1. Slosson Intelligence Test (pretests administered May 1970)
2. Peabody Picture-Vocabulary Test
3. Raven Progressive Matrices Test (raw scores)
4. Auditory Test of Language Comprehension (Carrow)
5. Preschool Attainment Record
6. Test of Basic Experience (TOBE)

Amalyses 1. Pre-posttest comparison experimental vs. control
groups with pretest treated as a covariable

2. Pre-posttest comparison special education vs.
control groups with pretest treated as a co-
variable

II. FOLLOW UP DATA

Tests to be administered

Slosson Intelligence Test - Project children, 1969-70 comparisons,
and selected classmates. Some standardized achievement test (Data
on Self-Concept Inventory and Social Rating Scale will be analyzed
and furnished for report by Fort Worth Central Cities staff)

Analysis Comparison of first graders with two years in the program
vs. first-year classmates, one previously used sample,
and one group of middle-class children, all first grade

III. LONGITUDINAL STUDY

Tests Administered

1. Slosson Intelligence Test
2. Preschool Attainment Record

Analysis A generation of means plotted over time for five-year-olds
who have been in the project for three years and for every
child who has been in the.project for more than one year

IV. PARENTAL INVOLVEMENT

Measures Parent attendance records at PTA meetings and corresponding
children's Slosson IQ Scores

15
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Analysis For each age group (two, three, four, and five) a
comparison of the attendance record of the parents of
child against the child's IQ as measured by the
Slosson

V. PARENT INTERVIEW SCHEDULE

Test Administered

CTAB

Analysis Comparison of parents of Center children (N=1.00) vs.
parents of target area children (N=50)

VI. STAFF ATTITUDE CHANGE

Test Administered

Minnesota Teacher Attitude Test

Analysis Comparison of test results for project teachers both
individually and collectively over a three-year time
period; and comparison of high scorers' pupils with low
scorers' pupils on expected performance on Slosson

VII. PUPIL ATTENDANCE

Measures School attendance records of five-year-olds over a
three-year time period and their respective Slosson
IQ scores

Analysis Pre-posttest comparison of IQ scores vs. attendance
records (low, medium, high attendance) with pretest Slosson
treated as a covariable

VIII. PUPIL SELF-CONCEPT

Test Administered

A 16 item self-concept test (locally developed)

Analysis Comparison of five-year-old pupils who have been in the
project for three years with three control groups

IX. SPECIAL EDUCATION EVALUATIONS

Tests Administered Pre-posttests of Illinois Test of
Psycholinguistics , Goldman-Fris toe Test of
Articulation, and Frostig Developmental Test
of Visual Perception

Evaluation An evaluation and report of the data from the above
three tests (The analyses of these tests will be per-
formed by the Center.)
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Tests Administered

Test

Slosson Intelligence Test-

Months Administered

September

Raven Progressive Matrices Test September

Peabody Picture-Vocabulary Test September

Auditory Test of Language
Discrimination (Carrow)

Test of Basic Experience
(General Concept)

Self-Concept Inventory

September

September

December

Purpose

May To measure the child's
level of intellectual
functioning

May To measure the child's
cognitive development
(reasoning ability)

May To measure the child's
vocabulary development

May To measure the child's
development of auditory
and language skills

May To measure the child's
development of concept
formation

May To determine how the
child feels about
himself and ts rela-
tionship to others

Comparison Schools

1. Target Area Kindergarten Sample This comparison sample consisted
of a random group of children from three all-day kindergartens
located in East Van Zandt, Carroll Peak, and Carver Schools. All

three schools are in the Central Cities area.

2. Low-income (Anglo) Kindergarten Sample This comparison sample

consisted of a random group of children from three all-day
state kindergartens, housed in Stephen F. Austin and M. H. Moore
schools. Both schools are located in a low-income, predominantly
Anglo area.

3. Middle-class Sample -- This comparison sample consisted of one
tuition kindergarten from the Alice Carlson School.
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CHAPTER /I

THE EXPERIMENTAL LEARNING SYSTEM

During 1970-71 the Fort Worth Central Cities Program tested Instruc-

tional materials, Staff Development materials, and Parent Involvement ma-

terials destgned to meet the specific needs of the target population.

Special services also were provided.

PRESCHOOL PROGRAM

In 1968-69 the Parent Involvement staff selected the initial pupils,

ages two through five, for the Central Cities Project. Since then, these

children have advanced or dropped out. New pupils were selected to fill

resulting vacancies for ages two and three, but none were added for the

four- and five-year-old groups.

As part of the recruitment effort, the staff provided information

through activities conducted by area schools and neighborhood civic organ.-

izations. In selecting the children, the staff considered factors such as

family income, number of children in the family within the age range, pre-

sence or absence of a father in the home, and the possibility of freeing

a mother to work or care for younger children. In 1970-71, pupils enrolled

in the program included 152 Blacks, six Mexican Americans, and two Anglos.

Although the sample was not selected by a random process, the homogen-

eous nature of the area supports an assumption that the Central Cities pupils

were representative of the local population of preschool age children. Re-

sults on intelligence measures for new two- and three-year-old pupils conform

closely with each other and with tests for three- and four-year-olds TIAMW to

the program in 1968-69. It should.be noted, however, that in both 1968-69
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and in 1969-70, two-year-old pupils at local day care centers had IQ scores

significantly higher than the scores of Experimental pupils. Therefore, the

group placed in the Experimental program (Group Tl) was not composed of chil-

dren whose initial IQ scores were higher than those of the children in the

target area.

PROJECT POPULATION

New pupils entered the Central Cities Project at ages two and three;

returning experimental pupils were ages three, four, and five. The return-

ing children of course, had previous intervention. A comparison of the

scores reported in Tables II A and II B indicate that intervention at the

Central Cities Project in 1968-69 had important positive effects. Since

most of the day care pupils (combined to produce the mean IQ scores below)

were not in the day care centers in 1968-69, effects on these pupils are

not so clearly shown.

TABLE II A

ENTRY SMWES OF EXPEWDIENTAL AND DAY CARE PUPILS,
1968-69, ON SLOSSON INTELLIGENCE TEST

Age Group Experimental Pupils Day Care Pupils

Two-year-olds 88.4 117

Three-year-olds 98.4 91.7

Four-year-olds 95.4 98.1

Five-year-olds (Kmdergarten) 88.8 101.3

The 1969-70 mean IQ scores of the new two-year-old pupils at the day

care centers were more than one standard deviation above the presumed IQ

norms for the Slosson (4 , 100; S.D. Im 15). In contrast, scores of the
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Experimental pupils of this age in 1968-69 were almost one standard devia-

tion below this norm.
1 However, in 1969-70 the new two-year-olds in the

Experimental program at Central Cities scored at the mean for the norm group.

At this age, testing is expected to pose problems, with many children emo-

tionally or mentally too immature for testing. Only half of the children

were able to work with the test; thus, the mean scores represent half of the

pupils intended for testing.

The comparability of the children in the Central Cities Project and in

the day care centers is partially confirmed by the samples of children tested

with. the Auditory Test of Language Comprehension (English version). Under

the evaluation design only half of the children were to be tested with this

instrument, but this proportion was not reached at all ages and in all groups.

Entry scores on the ATLC for each age group are shown in Table II C.

STAFF DEVELOPMENT COMPONENT

Staff Development was designed to increase the effectiveness of Center

teachers and aides in nurturing the development of economically deprived

children. To accomplish this goal, all teachers, staff, and aides partici-

pated in a week of training and orientation prior to the arrival of the chil-

dren in 1968.

Strategies used to determine the most pressing needs of teachers and

aides included videotaping classrooms, paper-pencil tests, classroom obser-

vations, and discussions with teachers. Following identification of needs,

the Staff Development specialists planned appropriate development activities.

310nly tmo-Tear -old children who were toilet trained were enrolled in
the program. This selection factor, coupled with the fact that only half
the children could be tested, could account for higher scores at the begin-
ning of the year. In the day-care centers, only two-year-olds for whom
valid tests could be obtained were used in the sample.



Resource persons for the Staff Demelopment component were drawn pri-

marily from the participating agencies: the district, the Southwest Educa-

tional Development Laboratory, the Central Cities staff, and Region XI Ed-

ucation Service Center. Periodically, consultants from other sources inter-

acted with Project staff in both small and large group sessions.

INSTRUCTIONAL MATERIALS COMPONENT

The goal of the Instructional Materials or Curriculum component was to

develop, test, refine, and validate an instructional program for economically

disadvantaged children, ages two through five. Scope and sequence of the

curriculum was patterned after development schedules available from Gesell,

Heffernan, and others. The curriculum itself covers four areas of develop-

ment -- structured and unstructured language, and visual, auditory, and motor

development.

Lesson topics were chosen after interaction with parents, teachers,

other staff members, and curriculum writers. Each lesson contained:

a specific objective stated in behavioral terms

directions to the teacher pertinent to readiness, content, materials,
and vital teaching strategies

suggestions for related activities

special activities directed toward needs of children with learning
difficulties

evaluation procedure's

Curriculum writers revised and mmdified the lesions based on information

gathered from (1) teachers' completed evaluation forms, (2) teacher comments

to curriculum writers, (3) regularly scheduled meetings in which the lessons

were discussed, and (4) analysis of results of testing of children on behav-

ioral.objectiVes related to the instructional materials. After modification,
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wog. .Kteaserl.3.0.14%,/f41,171.7tmuer,

materials were reintroduced into a classroom setting for a second cycle of

pilot testing.

TABLE II D
CHARACTERISTICS OF CURRICULUM WRITERS

No. of Years No. of Years
Age Ethnic Formal Teaching Employed with Dis-

Group Group Sex Education Experience advantaged Preschool

20-30 W F B.S. 3 1 1/2

31-40 W F M. Ed. 8 2

B M B.S. 9 2

W F M.R.E. 4 1

*41-50 B F M. Ed. 14 3

B F M.Ed. 8 1

* Curriculum Analyst

DAILY SCHEDULE

Children arrived at the Center via school buses at 7:00 a.m., ate break-

fast, made general preparations for the day, and participated in planned large-

group activities (singing, rhythmic exercises, listening to records and stor-

ies, etc.) under the supervision of aides. At 8:00 a.m., teachers began struc-

tured lessons, sequentially teaching a specific lesson to each of three small

groups camprising the class. Aides reinforced lessons with related activities.

A rest and play period, either indoors or out, was followed by a morning snack

of juice and cookies.

Another structured activity preceded lunch at 11:45 am., after which

the children napped until 3:00 p.m. Then there was another instructional

period, followed by outside play. Depending upon the weather, children either

stayed out-of-doors for the remainder of the day or were brought inside for

24
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large group activities directed by the aides. At 5:15 p.m. the children

boarded buses to return home. Some aides rode the buses with the children,

while others prepared the room and materials for the next day.

Since teachers arrived at 8:00 a.m. and remained until 4:00 p.m., chil-

dren were under the care of aides for one hour in the morning and from one

to one and one-half hours in the late afternoon. Structured learning acti-

vities generally occurred in less than two of the child's 11 daily hours

at the Center. Other activities were used to reinforce this learning, and

children were encouraged to use their new skills and concepts at home as well

as school.

PARENT INVOLVEMENT COMPONENT

A Parent Involvement component staff consisting of three community

agents, a secretary, and a coordinator served parents (or parent surrogates)

of children enrolled in classes at the Center. The staff also served approx-

imately 1,000 parents of children, ages two to five, residing in the area

but not attending classes at the Center. The Parent Involvement staff also

worked with community services agencies to facilitate use of services by area

families.

A major goal of the Parent Involvement staff was to make parents aware

of educational activities at the center. During the 1968-69 school year

parents were asked to spend one-half day each month at the Center, observing

their children and discussing progress with the teachers. Evaluation results

failed to indicate a significant difference in pupil achievement which could

be related to this kind of parental involvement. Therefore in 1969-70, meet-

ings of this type were discontinued and parents were asked to attend monthly

parent-teacher meetings at night. At these meetings parents had an opportun-

ity to discuss with teachers the children's activities, lessons being taught,
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and needs of the children which the parent and teacher might jointly meet.

In some cases, the Parent Involvement staff visited homes of parents who

could not attend the monthly night meetings.

SPECIAL EDUCATION COMPONENT

For each year 1968-71, the Fort Worth Independent School District and

the Educational Service Center for Region XI joined in submitting a proposal

to the Texas Education Agency and the U. S. Office of Education for a Title

VI grant to provide special services to children in the Ruby Williamson Exper-

imental group who initially deviated substantially from one of the mean group

measures of growth and development. A grant of $30,000 was made to create

and operate a program from April 1, 1969, to August 9, 1969. Favorable re-

sults attained during this short period prompted a proposal for further fund-

ing, and, for the school year 1969-70, a grant of $60,000 was received for

the program. In 1970-71, a budet of $51,448 was approved. Of this amount,

Title VI furnished $31,874 and the local school district $19,574.

Special Education program objectives were to:

identify children needing additional learning experiences

develop an instructional program for each child

improve the quality of parent-child relationships for these chil-
dren and their parents

provide special staff development services

The component had full use of instructional and support staff. Other

personnel included a special education specialist, a language development

specialist, a home-school counselor, and one teacher aide. Medical and psy-

chological services were contracted as needed.

Children considered in need of these special services were referred by

the psychologist to the special education specialist, who developed individual
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instructional prescriptions to fit each child's needs. For children in need

of help in speech and language, the language development. specialist designed

a specific program and, with the regular teacher of the child, planned a sup-

porting language program for classroom use. Three paraprofessionals assisted

in the classroom, working with individual children or with groups of two or

three to carry out individual prescriptions.

Working with the special education staff, the home-school counselor

planned a supportive home program for each child receiving special education.

The counselor visited in each home to help parents understand their child's

problems and to assist them in developing a school reinforcement program to

be used at home.

Special diagnostic instruments as well as instruments used to test other

children were used. All special education pupils remained in classrooms with

other pupils, usually with their age-peers, unless their special problems pro-

hibited use of stairways.

SPECIAL SERVICES

Breakfast, lunch, and morning and afternoon snacks were prepared by the

school district cafeteria staff and served in the classrooms. After thermaals,

the aides and children cleaned the rooms and returned trays to the cafeteria.

Additional services were provided by a nurse, child psychologist, speech

therapist, and coordinator of services for children with learning disabilities.

Extensive health services were provided. During 1968-1969 all children

were given a blood test, and special medical services amounting to more than

$6,000 were provided. In 1969-70 the program was further expanded, alritough

the number of children requiring special attention was reduced considerably

due to corrections effected in 1968-69. New to the program in 1969-70 was



administration of blood SMA-12 studies and a serum iron evaluation on each

child.

Special procedures and treatments of children in the Center from 1968

through 1971 are shown in Table II E. Data are available for each child

treated, including the separate cost of the treatment.

FACILITIES

At the inception of the Central Cities Project the Fort Work School Dis-

trict was contemplating closing the ten-yar-old Ruby Williamson Elementary

school, a two-story structure located on the northern fringe of the target

area. Instead, the site was selected for this project. With only minor

changes the building was adapted to provide offices for the Staff Development

component, the Center administrative staff, and all ten classrooms needed

for the project. A tempoiary building provided space for the Parent Involve-

ment and the Research and Evaluation staffs. The former library served as

the teachers' media center and the area for staff meetings, reception, orien-

tation of visitors, and staff development activities. The cafeteria was used

by both pupils and staff.

Because the school is operated most of the calendar year, air condition-

ing was installed in May-June 1969 and window screens were installed on all

lower windows. Each classroom was equipped with cots and sheets for daily

naps, several rectangular tables, partition shelves, chairs, bookcases, and

other neeued items. A play-living area vas separated from each regular class-

room area by bookcases.

STAFF

The Project Director, a longtime member of the professional staff of

the Fort Worth Independent School District, dr.", his supporting staff from

teachers and other professional personnel of the District.
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Teachers -- The teaching staff was composed of youthful and relatively

inexperienced teachers, believed to be more adaptable and cooperative in an

experimental setting. All teachers had undergraduate degrees, excepi a teach-

ing aide who assumed charge of two-year-old children in November 1970. Of

the ten teachers employed in 1970-71, soven had taUght at the Center since

the program was initiated in 1968. Three of the seven were .formerly release

teachers. The characteristics of Project teachers are shown in Table II F.

TABLE II F
CHARACTERISTICS OF PROJECT TEACHERS

Age
Group

Ethnic
Group Sex

Formal

Education

No. of Years
Teaching

Experience

No. of Years
Employed with Dis-

advantaged Preschool

*20-30 B F 2 years 3 1 1/2

20-30 W F B.S. 7 1

B F B.S. 5 3

B F B.S. 3 3

B F B.S. 4 3

W F B.S. 3 1 1/2

W F B.S. 4 1/2 3

31-40 W F B.S. 4 3

B F B.S. 7 3

*Instructional Aide

Fpacial Personnel, SpecialiLts contributed to the program in many ways.

Key persons with special responsibilities included the Director, Staff Develop-

ment personnel, Special Services staff, Special Education staff, and Research

and Evaluation staff on site.
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Instructional Leadership Personnel -- The Project Director and medbers

of his staff working in Staff Development and Instructional Materials Develop-

ment represented many years of previous professional experience. Several

staff members had graduate degrees, and all had taken special coursework re-

lating to economically disadvantaged children.

A certified registered school nurse supplemented services provided by

Practicing dentists and physicians in the Special Services component.

Research and Evaluation Personnel -- The Research and Evaluation team

consisted of a research manager and a child psychologist. The research man-

ager was fornerly the child psychologist for the Center and had ten years of

school experience as a teacher, counselor, and psychologist. She holds a

M. Ed. and a M.A. in .psychology. The chiid psychologist has a M.A. in psy-

chology and has worked as a reemerch psychologist for eight years.

During periods of heavy test administration, evaluation services were

supplemented by assistance from psychologists and psychometrists of the

Fort Worth District. In return, the Center psychologist assisted them in

administration of tests at other schools. Research and evaluation specialists

from the Southwest Educational Development Laboratory also provided design

and evaluation assistance.

Descriptive information concerning these specialists is shown in Table

II H.

1
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CHAPTER III

COMPARISON GROUPS

The Fort Worth Central Cities Project was established on the basis of

data accumulated by (1) determining the needs of the target area, (2) con-

sidering alternative approaches which might overcome the problems, (3)

reviewing the kinds of solutions tried elsewhere and the results achieved

with them, and (10 considering general information needed for development

of a plan of action. These factors were described in detail in the 1968-69

Evaluation Report. While the gathering of context information has continued

as the project developed, this report is concerned solely with formative

and summative evaluation findings from data gathered during 1970-71.

The elements of the formative evaluation and the findings were designed

primarily for immediate feedback and use at the site by the instructional

materials and staff development personnel. The recycling pattern used for

the development of instructional materials was one fundamental part of this

design; the classroom observations, video taping, and other activities re-

lating to the Staff Development program formed another. This permitted the

component staff to determine weaknesses in teacher and aide performance and

to design means of overcoming these through the formal training program or

other training devices. Thus, formative evaluation took place on a day-to-

day basis, with the findings used to refine the program during the school

year.

Summattve evaluation was used to reveal the overall effectiveness of

the Experimental program. EValuation questions stated at the end of Chapter

I provided the focus or the design decisions. To carry out the evaluation

design, certain tests were administered at the beginning of the school year,

and some were repeated at the end of the year. Comparison groups were
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established to determine whether the Experimental program was more effective

than the treatments received by the comparison or control groups of pupils.

1. Primary Comparison Group

Two- to four-year-old children in three Fort Worth United Fund Day
Care Centers serving families of working mothers

2. Secondary Comparison Groups

a. Five-year-old children in a public school kindergarten near
Texas Christian University serving middle class families

b. Five-year-old children from three public school all-day
kindergartens in the target area, drawing from families
similar to those in the experimental group

c. Five-year-old children from two public school all-day
kindergartens located in a low-income, predominantly Anglo
area of Fort Worth

PRINARY COMPARISION GROUP: FORT WORTH DAY CARE CENTERS

The primary comparison group, designated as Group T2, consisted of

pupils from three day care centers operated by the Tarrant County Day Care

Association, with help from the United Fund. Three- and four-year-old

children were used for comparison purposes. The centers' five-year-old

pupils were not included because their school day included one-half day at

public school kindergartens in addition to the time spent at the United Fund

centers. Therefore, five-year-old pupils were drawn from public school

all-day kindergartens.

United Fund-Tarrant County Day Care Association Centers

/The Tarrant County Day Care Association operates day care centers at

various locations in and around Fort Worth, serving approximately 150 chil-

dren of working mothers. In addition to same community support, the centers

charge fees based on ability to pay.



Dav Care Center Pupil Population -- Pupils in three day care centers

serving Black populations comparable to those in the Central Cities Project

were chosen as controls. These centers served approximately 60 pupils, all

children of mothers who held jobs outside the home.

The initial developmental level of the day care pupils was determined

by use of the Slosson mean IQ scores (and the standard deviation) reported

in Table IIB. As the Table indicates, day care pupils at age two scored

substantially higher than pupils in the Experimental program. At ages three,

four, and five, however, the day care groups attained Slosson mean IQ scores

notably below those of the Experimental pupils. Many of the Experimental

pupils of age three and all of those of age four had received at least one

year of the Experimental program, and all five-year-old children had received

three years of intervention. Prior to this intervention (at the time of

entry into the Experimental program) the age group mean IQ scores had approxi-

mately equalled those of the age groups in the day care centers. The means

were at levels generally comparable to, or below, those of the day care pupils.

Dav Care Program and Schedule -- The United Fund day care program is

typical of conventional day care centers. Attention is given to physical,

social, and cognitive development; but more emphasis is generally given to

the first two. In various creative activities the children do have oppor-

tunity for cognitive development, but physical and social development

activities make up most of the daily schedule. The children are brought by

parents to the centers at 7:00 a.m., when their day begins with a free play

period. Again there is a period of free play and planned activities from

3:30 to 5:30 (departure time). The daily schedule follows:

7:00 - 9:00 a.m. Free play
9:00 - 9:15 a.m. Toileting time
9:15 - 9:30 a.m. Snack
9:30 - 9:45 a.m. Circle experiences: music, stories, rhythmical

experiences (broad range of activities)
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9:40 - 10:45 a.m. Planned creative experiences: cutting and
pasting, clay, playdough, science and art, etc.

10:45 - 11:15 a.m. Toileting and preparation for lunch
11:15 - 11:30 a.m. Quiet time
11:30 - 12:00 noon Lunch
12:00 - 12:30 p.m. Getting ready for nap
12:30 - 3:00 p.m. Nap time
3:00 - 3:30 p.m. Snack
3:30 - 5:30 p.m. Outdoor play, free play (teacher planned activities)

Day Care Facilities -- The three day care centers are located in four-

and five-room, two-bath houses in predominately Black neighborhoods. Each

center includes a kitchen, sleeping roam, classrooms, and office. Classrooms

contain tables, chairs, books, crayons, paper for drawing, coat racks, easel,

finger paint, creative arts supplies, and toys.

The relatively large outdoor playground areas of each center are fenced.

They are equipped with swing sets, jungle gyms, barrels, and see-saws.

Day Care Staffs -- Each of the three centers has four to five staff

members. At two centers the supervisors are college graduates with four

to five years experience working with children. At the third center, the

supervisor is a high school graduate with approximately ten years of nursery

school experience. All three supervisors are in the 35 to 45 age range.

Each center also is staffed by two or three teachers and a cook. The

teachers are high school graduates, and one has had some college training as

well as the most experience - 15 years.

Inservice workshops are held each month for supervisors and teachers.

SECONDARY COMPARISON GROUPS: KINDERGARTENS

Three secondary comparison groups of five-year-old pupils were selected,

each consisting of pupils at the kindergarten level in Fort Worth Independent

School District public schools.

The first secondary comparison groups (T6) consisted of middle class

and upper-middle class five-year-olds attending a public school kindergarten

37



in the area of Texas Christian University. Pupils in this kindergarten

program are drawn from families associated with Texas Christian University.

All pupils are white. Parents pay public school kindergarten rates estab-

lished by the Fort Worth District.

Supervisor of the kindergarten program was a former member of the

Central Cities Project staff. In general, the supervisor has the freedom to

select her own program. Teachers are regularly certified in accordance with

applicable regulations of the Texas Education Agency. Two student teachers

frOm TCU Provide assistance at all times.

The second comparisiOn group (T9) was composed of pupils from three

free, all-day, public school state kindergartens operated in the target area

by the Fort Worth Independent School District for low income families. A

random sample of the children, all Black, was chosen. Teachers met all regu-

lar requirements for teaching in Texas.

The third public kindergarten comparison group (r5) was composed of

pupils, all white, from two separate public school campuses in a low-income,

predominately white section of Fort Worth. Pupils were chosen as a random

sample of children enrolled in the free all-day public school, state kinder-
\

garten program operated by the Fort Worth Independent School District for

law income families.

DIFFERENCES BETWEEN PROJECT AND COMPARISON GROUPS

There are a number of important differences between the Experimental

program and the activities at the day care centers and the target area

kindergartens. These differences relate to pupil experiential background,

staffing patterns and preparation, facilities, the programs themselves, and

the special services available to pupils. When compared with two of the

control groups and the target area kindergarten (T9), the Central Cities



Experimental program appears v3 haVO MAN 8,1Vantarts. AU three groups

should be approximately equal, however, in pupil experiential background.

On the other hand, the experiential background of the pupils in all three

groups would be below that of pupils in the TO-area Riddle class public

school kindergarten Cf6).
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CHAPTER IV

PIMP= AND CONCLUSIONS

The evaluation design for the Fort Worth Central Cities Educational

Development Center for the 1970-1971 school year called for the administra-

tion of intelligence and achievement neasures and for the processing and

analysis of the data obtained. The test aeasures concerned pupil performance;

sanative evaluation was undertaken to determine the extent of program of-

facts upon pupil performance. Factors essential to the evaluation included:

1. establishing baseline data on intelligence and ability

2. collecting this information on a pretest-posttest basis so that
possible program effects could be obtained

3. making comparisons between the Project pupils and the Camparisor
pupils for a further consideration of program effectiveness

The children involved in early childhood activities at Central Cities

were designated as Treatment Group 1 (T1). The age levels in this experi-

mental group ranged from two to five years, grouped as follow:

MIL
(in years)

2 1 A 1

In Program 1970-1971 (Total) la 57 51 51

In Program 1969-1970 0 12 49 50

In Special W. 1970-1971 0 6 111 17

The prfabery comparison group included 67 children aged two to four

enrolled in tinited Fund day care centers (Ti). The secondary comparison

group, for the five-year-olds, consisted of random samples of (1) 28 Slack

children from three low-income alleday state kinderpartens (T2), (2) 24 Anglo
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children from two low-income all-day kindergartens (T3), (3) 18 Anglo children

in an upper-middle-class kindergarten Cr4)

ATAS jaltriaTA_MIREgli

Standardized instruments used for collecting various aeasures of pupil

performance were administered predominantly on a pretest-posttest basis to

Project and Comparison pupils at all age levels. The instruments given to

pupils in age levels two to five were the Preschool Attainment Record Social

Subscale (PAR),* and the Slosson Intelligence Test (S/T). Three- to five-

year-old pupils were given the Peabod3 Picture-Vocabulary Test (PPVT), the

Raven Coloured Progressive Matrices (Board Vora), and the Auditory Test of

Language Comprehension (ATLC or Carrow). The Test of Basic Experiences -

General Concepts Subscale (TOSE) was given to one group of five-year-olds.

The Slosson, Peabody, and the Stanford Achievement Test were administered

to first grade pupils. Descriptive statistics, including the number of

pupils taking each test and the average tiae of testing, are presented in

Table IV A. ithen available, nora percentiles to accompany raw scores are

given in Table IV B.

Test results were analysed for each age level, and Project pupil

performance was compared to Comparison group performance. Where pre- and

posttvt scores were available, analyses were perforsed to learn props'

effects for Project students during the time of instructioo. As the Project

pupils performed in subsequent groups over a period of years, longitudinal

data was treated in order to mark the children's progress across time.

*This scale was used by the classroom teachers and contains iteas that are
rated subjectively. Therefore, results should be interpreted with caution.



Two-Year-Olds. A. the Slosson and the PAR were given on a pretest -

posttest basis, gain scores between pre- and posttest means were computed.

The Project group with an N of 9 gained 11.00 points on the Slosson. A

comparison group (N m 11) lost 3.18 points between pre- and posttest means.

On the PAR, the Project group gained 44.25 points. Whereas a significant

difference was found at the .01 level of probability between pre- and post-

test mans on the Slosson (F 10.78, df 1,8) for Project pupils, there

was no significant difference between Project pupils (T1) and the Comparison

group pupils (T5) on the posttest Slosson scores. Likewise, analyses of

variance between pretest and posttest means on the PAR Social Subscale vas

highly significant (F 39.47, df 1,11, p < .001).

A pre-posttest comparison of the Project group (T1) and the Comparison

group CT5) on the Slosson with pretest treated as a covariable was under-

taken. iNten effects due to intelligence were parceled out, there was no

difference between the groups.

Clain scores between pre- and posttest

Zumaimm_ficom A

means were

Gain Score

,Three-Year-Oldi.

cilcmlated:

14alucimsat

PAR T1 43 2.63

SIT T
1

35 12.52

T
5

14 .35

RAM (total) T
1

13 2.53

T
5

10 - .30

ATLC T
1

19 3.48

T
5

12 13.00

Analyses of variance between pre- and posttest omens for project

pupils op were computed:
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Instrument 201:

SIT 28.38 1,37 (.001

RAVEN

Scale A 15.34 1,13 <.01

Scale As NS

Scale B 5.55 1,13 <.05

Total 20.71 1,13 <.001

ATLC 8.31 1,18 <.01

Significant score gains were iumMi by the project pupils on the Slosson,

Raven, and Auditory Test of Leastwise Comprehension. The three-year-old

comparison group made significant score gains only on the Auditory Test of

Language Comprehension. Similarly, the same testimmi conducted on these

instruments (posttest) to see if there were any significant differences

between Project and Comparison sromps. Wo differences in Posttest scores

were found between groups on the Slosson (SIT) and the ATI.C. Differences

between groups mare significant on the Raven:

A 13.05 1,22 4.01

AS NS

NS

Total 8.66 1,22 4.01

Analyses of covariance with two groups and one comitable (pretest) were

undertaken in regard to the Meson, the Raven Progressive Matrices, and

the ATLC. In comparing pretest scores of all sipalimmital pupils (T1) wit%

all Comparison pupils (T5), there imws one significant result. When group

members have the same initial level of pretest ability as measured by the

Raven, there is a difference Wham Project and Comparison groups. The



expected performance level of Project pupils is 3.29 points above Comparison

pupils (F 10.01, df 1,20, p < .01).

Thar, were no significant results in pre-posttest comparisons with

analysis of covariance of the following: (a) one year previous interven-

tion in program vs. Comparison grouis, (b) one year previous intervention in

program vs. no previous time in project, (c) Ti vs. T5 with Slosson IQ as

covariable and posttest ATLC as criterion. Pre-post comparisons of Special

Education vs. Comparison groups were not made due to an insufficient number

of pupils.

Four-Year-Olds. Gain scores betweenpretest

Treatment Group

and rasttest

Ii

performance

Gain Score

were determined:

110332101

PAR T1 45 - 11.35

SIT T
1

45 1.80

T
5

19 .891

RAVEN (total) T1 23 2.00

T5 5 1.60

PPVT Ti 40 5.56

ATLC T1 22 5.23

For instruments adninistered on a pretest-posttest basis, analyses of

variance were computed. Whereas there were no significant differences

between pre- and posttest mans on tbe iirrr, SIT, and PAR, there were

significant differences on theATLC (F 0 9.30, df a 1,21, p < .01) and on

tbe total Raven score (ir 0 6.41, df 0 1,22, p < .01). In regard to com-

parisons between Project and Comparison group posttest scores, thereimme no

signiiicant differences. Analyses of covariance as pre-posttest comparisons

of Project vs. Comparison groups, of Special Education vs. Comparison groups,

and of studentswitb previous time in Project vs. Comparison groups were

conducted in regard to the Slosson IQ scores, Raven raw scores, ATLC raw
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scores, PPVT scores, and PAR Social Attainment quotients. The only

significant results found were when PAR pretest scores were used as co-

variable and PAR posttest scores as criterion. These are as follows:

1. Tl vs. T5 - There was a significant interaction (F 17.95, df

1,51, p < .01) in that those pupils who scored low on the pretest

PAR in the Comparison group scored higher than Project pupils on

the posttest PAR. Conversely, those who scored high on the pre-

test in the Project group scored higher on the posttest than

Comparison pupils.

2. Special Education vs. T5 - There was a significant interaction

(F 10.38, dt 1,24, p < .01). Special Education pupils

initially (pretest) scoring low on the PAR scored lover than

Comparison pupils on the posttest and Special Education pupils

jaialjak scoring high scored higher on the posttest than Compari-

son pupils.

3. One year's previous experience group vs. T5 - There was a

significant interaction (F 11,74, df 0 1,37, p < .01). Pupils

having one year's previous experience in the program who scored

low on the pretest PAR scored lower than Comparison pupils on

the posttest, and Project pupils scoring high on the pretest

scored higher than Comparison pupils on the posttest.

4. Pupils with more than one year's previous experience in the

Program vs. Comparison group - The same held true as for the

one year's previous experience group (F a 17.30, df 1,48, p < .01).

5. Pupils with one year's previous experience vs. pupils with two

year's previous experience vs. Comparison group - The interaction

Ina significant (F 8.24, df 2,46, p .01). Comparison group

pupils who scored Law on the pretest PAR scored higher than the
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other two groups on the posttest PAR. Pupils with two year's

previous experience who scored high on the pretest scored higher

on the posttest than the other two groups.

Five-Ifear-Allds. Gain scores as differences between means were computed

for those instruments given on a pretest-posttest basis to Project and Com-

parison groups. These gain scores are as follows:

Ingsmist Treatment Group Cain_Score

PAR T1 32 - 2.47

SIT T1 45 - .58

T2 28 6.50

T3 24 9.00

T4 17 4.39

RAVEN T1 42 1.90

T2 28 - .80

T3 24 - .70

T4 17 3.30

A= T
1

28 3.93

PPVT T2 25 3.61

T3 30 - 1.33

T4 23 7. 20

TOES T1 39 4.41

On pre-post analysis of variances, significant differences between

means for Project children are as follows:

ifinilinia I AUL Nab.

A=
TOSE

RAVEN

Scale A
Scale AS
Scale 8

21.22 1,27 4.001

51.28 1,39 4.001

MS
8.23 1,43 4.01
5.14 1,43 4.05
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Analysis of variance between Project and Comparison groups or posttest means

showed the Project children were significantly higher than the T2 (target

area) kindergarten children on the SIT end Raven. The project children's

posttest scores were significantly different from the T3 (low-income Anglo)

kindergarten children on the PPVT test only. Project children were signi-

ficantly lower than the T4 (upper-middle-income Anglo) kindergarten children

on all posttest scores. Following are the results of analyses of variance

between Project and Comparison groups on the posttest means.

Instrument

S IT

RAVEN

Scale A

Scale AB

Scale B

Total

Scale A

Scale AB

Scale B

Total

Scale A

Scale AB

Scale B

Total

ATLC

Treatment Group k....41.4.2 df prob.

Ti -T2 10.03 1,71 <.01

T1 -T3 NS

T1 -T4 25.10 1,61 <.001

T1-T3

T1 -T2

T1-T3

T1 -T4

47

12.54

6.45

11.69

8.08

7.48

5.48

21.48

10.50

26.71

NS

1,70 <.001

1,70 <.01

1,70 <.001

NS

NS

1,66 <.01

1,66 <.01

1,59 <.05

1,59 <.001

1,59 <.001

1,59 <.001

NS

NS

4.20 1,31 <.05



Instrument Treatment Group F-Ratio df 21.2k

PPVT T1-T2 NS

T1-T3 8.26 1,71 <.01

T1-T4 84.86 1,65 <.001

Pre-post comparisons of the Project group cr1) vs. Comparison groups

(T2, T5, and T4) with pretest scores as the covariable were performed. In

separate analyses in regard to the Slosson, Raven, and ATLC, the following

significant results occurred:

1. Slosson - Experimental pupils differed from Comparison groups in

posttest Slosson IQ performance when group members had the same

initial level of pretest IQ ability. For experimental pupils

Cr1), the expected performance level was 7.9 points below that of

pupils in upper-middle-class Anglo kindergartens (T4), 7.3 points

,below that of pupils in lower-income Anglo all-day kindergartens

(T3) and 3.8 points ,below that of pupils in Black, allday kinder-

gartens (T2). (F 4.51, df 3,110, p < .01).

2. Raven - Experimental pupils differed .in posttest Raven performance

from Comparison pupils when group members had the same initial

level of pretest Raven ability in that the expected performance of

Tl pupils was 3.5 points Wm that of T4 pupils, yet 2.1 points

Akal that of T2 pupils and 2.2 points above that of T3 pupils.

(F 15.89, df 3,106, p < .001)

In pre-post comparisons of Special Education pupils to Comparison

groups, a significant result was found in regard to posttest per-

formance on the Raven. Although there was little difference

between performance levels when group members had the same initial

level of pretest ability in regard to T1, T2, and T3 groups, the

48



special education experimental group scored 5.2 points below the

T4 group.

3. ATLC, English (first nine items omitted) - Experimental pupils

differed from Comparison pupils in posttest ATLC performance when

group members had the same initial level of pretest ATLC ability.

A significant interaction occurred. Experimental pupils who scored

low on the pretest scored lower than (in ascending order) T2, To

and T
3

pupils on the posttest. Conversely, experimental pupils

who scored high on the pretest scored hieher on the posttest than

did (in descending order) To T2, and T3 pupils. (F 3.71, df

3,54, p .05)

LONGITUDINAL STUDY

A large nuxber of children enrolled in the five-year-old groups at

Central Cities had participated in the program activities for the preceding

two or three years. The Slosson Intelligence Test and the Preschool Attain-

ment Record were administered each year, 1968-69 to 1970-71. Since the

children were assessed upon entry into the program, this score serves as an

initial score for comparison purposes. Man scores for the same children

over time are shown in Figures IV A (PAR) and IV B (Slosson). The figures

present means plotted over time for five-year-olds who have been in the

Project for three years and for four-year-olds who have been in the Project

for two years. This was the first year of formal school experience for the

T4, T3, and T2 groups. Research has shown that the greatest IQ gains are

made during the first year of interventim

The Project children's mean posttest score was significantly higher

than that of the T2 (target area) Black children. Longitudinal charts of

mean scores for children over the too- or three-year period are shown in

Figures ri A, Bo C, and D.
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FIGURE IV A. MEAN PAR SOCIAL ATTAINMENT
QUOTIENTS ACROSS TIME

*The chikken were rated each year by a different teacher; therefore these
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Mitts may reflect differences among teachers rating chikken
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THE PROJECT AT AGE THREE AND CONTINUED FOR THREE YEARS
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TABLE IV A

DESCRIPTIVE STATISTICS FOR STANDARDIZED INSTRUMENTS
USED AT CENTRAL CITIES EDUCATIONAL DEVELOPMENT CENTER, 1970-1971

Preschool Attainment Record Social Subscale
(Results Given as Attainment Quotients)

Age Date *Treatment N Mean S.D. Range

2 Oct. T1 12 119.92 13. 97 94-150

May T1 12 164.17 21. 01 129-216

3 Oct. T1 43 124 . 60 23.31 66-163

May T1 43 127 . 23 16.57 79-150

4 Dec. T1 45 125.31 11.30 95-149

May T1 45 113.96 9 .19 91-137

5 Sept. T1 32 108 . 56 10.38 71-124

May T1 32 106.09 6.39 88-119

Age Date

Slosson Intelligence Test

S.D.

(Results Given as IQ Scores)

Zusilt N limn

2 Oct. Ti 9 105.00 16.06

May Ti 9 116.00 14.62

Oct. T5 11 111.73 17.49

May T5 11 108.55 21.23

3 Sept. Ti 35 96.28 15.62

May Ti 35 108.80 12.98

Sept, T5 14 107.36 16.30

May T5 14 107.71 9.35

4 Oct. Ti 45 110.22 13.86

Noy Ti 45 108.42 11.16

5 May 70 T1 45 106.91 12.37

Nay 71 Ti 45 108.33 13.90

* Experlanktal (Project) 0toop
Ts m Control (Ungerlace) Creep

32 59
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75-131

94-141

86-151

75-163

70-127

83-139

86-155

91-124

82-148

83-141

80-169
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TABLE IV A (cont.)

The Coloured Progressive Matrices._ Board Form
(Results Given as Raw Scores)

Maximum Total Score = 36

-AM Date *Treatment N

3 Nov. T1 13

May T
1

13

Nov. T5 10

May T5 10

4 Nov. Tl 23

May Tl 23

Nov. T5 5

May T5 5

5 Oct. Tl 42

May Tl 42

* Tl EspinrImental (Project) Group
T5 Control (Comparison) Group

n 0

Mean S.D. Range

8.85 1.87 5.0-12.0

12.38 1.73 9.0-15.0

9.70 2.49 5.0-13.0

9.40 3.00 5.0-14.0

11.91 2.90 5.0-17.0

13.91 3.12 10.0-21.0

12.80 1.47 10.0-14.0

14.40 2.65 11.0-18.0

13.29 1.80 11.0-18.0

15.19 2.93 9.0-22.0



TABLE IV A (cont.)

Auditory Test of Language Comprehension

1970- English Version

(Due to error in administration, first 9 items were omitted.'
Therefore, total maximum score becomes 101.)

Raw.

43.0-67.0

41.0-61.0

42.0-75.0

55.0-89.0

50.0-86.0

56.0-91.0

57.0-93.0

67.0-98.0

Age Date Treatment N Mean S.D.

3 Nov. T1 19 53.68 6.94

May T1 19 57.16 5.92

Dec. T5 12 55.67 8.85

May T5 12 68.67 10.07

4 Nov. T1 22 67.82 7.71

May T1 22 73.05 9.63

5 Nov. T1 28 79.68 8.85

May Tl 28 83.61 10.18

Test of _Basic Experiences

General Concerts. Level R
(Results Given as Raw Scores)

%minus Score 28

AU Ihre. 'MIMI A Ina S.D. lam
5 Nov.

Nay

T1

T1

39

39

16.28

20.69

5.39

4.73

5.0-26.0

8.0-28.0
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TABLE IV B

NORM PERCENTILES FOR RAVEN PROGRESSIVE MATRICES

AND TEST OF BASIC EXPERIENCES

The Coloured Progressive Matrices, Board Form : Raw Scores to Percentiles

Raw Score Percentile

Age 5 1/2 6

95

90

75

50

25

10

21 23

19 21

15 17

12 14

10 11

- 10

5

TOBE - General Concepts: Raw Scores to Percentiles

Raw Score Percentile

Grade ligg 1

22 25 95

20 24 90

17 22 75

13 20 50

10 17 25

7 13 10

6 12 5
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PARENT INVOLVEMENT: PTA ATTENDANCE

A record of parents' attendance at PTA meetings was obtained in order

to compare the attendance record of parents of each child against the child's

IQ. Comparisons were made for each age level by correlating parents' atten-

dance results with Slosson IQ scores. The resulting Product moment correlation

coefficients (0 were tested for significance (Student's 0 and were not found

to be significantly different from zero. The correlations were as follows:

Children's Age in Years

2 3 4 5

.44 -.21 -.15 -.17

14 35 44 43

PUPIL ATTENDANCE: CORRELATION WITH IQ

Prcdect attendance records were obtained for three-, four-, and five-

year-old children in the project who had recorded Slosson IQ scores. Atten-

dance was considered as high, medium, or low. These values were obtained

by listing the frequencies of days attended and dividing this into three

sub-groups approximately equal to the number of chdldren in each sub-group.

Using Slosson pre-IQ scores as the covariable and Slossou post-IQ scores as

criterion, an imalysis of covariances for each age level was performed. Each

age level had three sub-groups -- high, medium, and low attendance. No sig-

nificant differences were found; when all group members had the same initial

level of IQ, posttest performsnce (post IQ) did not differ among the three

attendance sub-groupe.

Followilmiare the attendance data for each age group and pretest -

posttest IQ mass for children twins low, medium, (shish Project attendance.
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Pre IQ Mean Scores Post IQ Mean Scores

Attendance Data Low Med. High Low Med. High

N Mean S.D. Range

35 151.6 19.1 110-177 97.6 94.6 96.7 108.9 113.0 104.0

44 158.9 21.0 53-178 103.6 114.4 113.4 108.3 104.3 110.8

43 166.6 12.3 129-177 107.0 108.1 109.3 105.7 108.6 109.3

STAFF: MINNESOTA TEACHER ATTITUDE INVENTORY

Project staff comprised two groups, with Group A members having

higher positive scores than Group B members as measured by the Minnesota

Teacher Attitude Inventory. Correspondingly, pupils were divided into two

subgroups -- pupils of Group A and pupils of Group B staff members. Using

children' preIQ scores (Slosson) as covariable and postIQ scores as cri

terion, analyses of covariance between the two subgroups of pupils at each

age level were performed. In each instance, there was no posttest difference

in performance of children, regardless of whether they were pupils of Group

A or Group B staff members.

In addition, teacher scores were compared to see if any staff dhanges

occurred over the years. Teacher scores (Mall) for ten teachers for the

years 1968, 1969, and 1970 showed that the overall mean for teachers remain-

ing with the Project for three years was 30.75, for two years (1968-69) was

65.75, and for two years (1969-70) was 53.62.
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Minnesota Teacher Attitude Inventory Scores

Teacher No. Years 1968 1969 1970 Mean

1 3 35 45 50 43.3

2 3 - 1 - 4 - 2 - 2.3

3 3 8 34 31 24.3

4 3 65 59 49 57.7

5 2 52 91 71.5

6 2 65 55 60.0

7 2 56 55 55.5

8 2 94 106 100.0

9 2 49 68 58.5

10 2 10 - 9 .5

SUMKARY AND CONCLUSIONS

Tte use of analyses of variance'shows significant pre-posttest score

increases for two-year-old Central Cities children on the Slosson and PAR

Social Subscale. The two-year-old Comparison group did not make significant

score increases on these instruments.

Tte three-year-old Central Cities children's score results from pretest

to posttest, when analyses of variance are used, show significant increase

on the Slosson, Raven, and Auditory Test of Language Comprehension. The

Comparison group of three-year-old children made significant score increases

on the ATLC only.

Four-year-old children enrolled in the Central Cities Program had

entered the program at age two or three. Gains of from 10 to 25 IQ points

on the Slosson hsd been recorded for prior years (see Figures 11 A and II 11).

Therefore, a leveling off of scores on this instrument wes as anticipated.

Sismificsnt increases from pretest to posttest were achieved on the AILC end

Raven for the four-yeer-old Project pupils.
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Analysis of variances revealed significant score increases for five-

year-old Central Cities children on the Auditory Test of Language Develop-

ment, Test of Basic Experiences, and the Raven Progressive Matrices. They

did not show significant gains on the Slosson Intelligence Test. This was

anticipated as the five-year-old children had been enrolled in the Central

Cities Early Childhood Program for three years and showed a mean score gain

of 12 IQ points during their three years of preschool.

This was the first year of preschool experience for the three comparison

groups of five-year-old children and thus showed greater pretest to posttest

gains than the Project group on the Slosson. At the end of the year Project

children were significantly higher on the Slosson than the target area Black

kindergarten, significantly lower than the upper-middle-class Anglo kinder-

garten groups, and not significantly different from the low-income Anglo

kindergarten.

On the Raven, the Central Cities group was significantly higher than

the target area and low-income Anglo groups on the total scale but signifi-

cantly lower than the upper-middle-class Anglo kindergarten children.

Central Cities children who scored high on the pretest of the ATLC scored

higher on the posttest than the upper-middle-income Anglo, the target-area

Blacks, and the low-income Anglo children.

This third and final research and evaluation report indicates that

disadvantaged children made significant increases on the Slosson Intelligence

Test when enrolled in the Central Cities Early Childhood program. Five-year-

old children who have completed three years at Central Cities show readiness

for first grade school work as reflected by their scores on the Test of

Basic Experiences (Cemeral Concept) which are at the 90th percentile. Results

of the Slosson Intelligence Test show the Central Cities children second at

the 69th percentile and on the Raven Progressive Mitrices they score at the



75th percentile. The Comparison sample of disadvantaged children from the

target area scored below the 50th percentile on these tests.

The amount of gain on the Slosson is related to the number ot years the

children spent in school and also their age at entry. The five-year-old

children who enrolled at age three and remained for three years in the pro-

gram show a mean score gain of 12.74 IQ points. The four-year-old children

who began the program at age two and continued for three years show a mean

score increase of 25.50 IQ points. The four-year-old children who entered

at age three and continued for two years show a mean score increase of 6.58

IQ points. Therefore, one must conclude that preschool intervention for

disadvantaged children is most effective when begun at age two and continued

for at least three years.
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CHAP= V

SPECIAL IDUCATION VALUATION IRSULTS

Three tests were used by the Special Rdecatios Commonest for the

diagnosis of special education pupils and the evaluatioe of their progress.

These instruments were the Coldman-Fristoe Test of Articulation, the Illinois

Test of Psycholimguistic Abilities, sad the Frostig Developisental Telt of

Visual Perception.

ARTICULATION

lls Goldman-Fristoe Test of Articulation is used to measure articulation

of consonants at the beginning, aiddle, and end of words and to deterudne

specific problems with consonant formation. lased upon the results of this

test, individual prescriptions of remedial activites are develapud for each

child.

During the 1970-71 school year the Special Education Complement treated

28 Children with diagnosed articulation problems. Right of these children

began remedial activities during 1969-70 at age four. The other 19 children,

both four- and five-year-olds, began remedial activities during the fall of

1970.

In Nay 1971 these children were retested with the ColAmmm-Pristoe Test

in order to evaluate their progress. A comparison of the initial test re-

sults and the subsequent posttests is 'Moms in Tables V A and V S.

Table V A summarises the pretest and posttest results for the first-yesr

pupils. There was a significant reduction (1.3) in the Imam somber of in-

correct responses. This difference was statistically significant at the .01

level of confidence.
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ZAILLA

MUM ON MI 001.01M-11101011 US? OP AlTICOIATION PUPILS)

Imam PILL
Pre (October 1970) 19 19.1

7.3 .01
Post (Nay 1971) 19 11.11

A casperison of the pretest and posttest results for the oscoset-iyear

pupils is show in Table S. la the fall of 1%9 these children hat a seas

error score of 31.1. At the esd of 1970-71 the seen amber of iscorrect

responses hed dropped to 13.3. This difference la the --ruo:w- (17.1) was sta-

tistically sipificaat (p 4c .01).

WILLA
MOLTS ON fie couso-nmat MT OP ARTICIRAMN (SECCOD-TRAR PUPILS)

111111.111211t WILL

Pre (October 1969) 31.1
17.0 .01

Post (Nay 1971) 1.3.3

The results of the Culdnes-Pristoe Test were gratifying. Both first-

year sad secesd-yeer pupils hal loser saber of incorrect mousses at

posttest, mad this loser seas sesber was significastly differeet fres the

mesa at pretest.

It is of interest to mote tbe rather large differeace in the pretest

means for the two groups of pupils. The childres tested in the fall of 1969

hod a seem pretest error score of 31.1. The children tested in the fall of

1971 hod a seen pretest error score of 19.1. This difference cos probably

be attributed to the difference in preschool expatiates. the 1969 sample of

childres had receited oaly ass year of preschool intervestioa, sidle the

asjotity of childrea tested is the fall of 1970 had completed two years of

preschool spork.



One would aspect that the sore a child was =mod to a laevage-

oriented curriculum the greeter would be his chsaces for self-mediation

of his anti:slimiest problems. Ma difference in the pretest performce

far the two groups of childres suggests that this wee the calve.

the tillable Toot of Psycholiscuistic Abilities is desicaed to assess

language developmest in eaceptiosal childres, particularly those of preschool

ace. It is especially usefel la diageosiog specific abilities sad disabili-

ties.
In the fall of WO the lascsage developmest specialist selected the

11 special edecatime pupils with the moot severe lasgenge disabilities.

Theme thildres were gives the MA, sad remedial activities were preocribed

os the basis of the teat results. Is nay 1971 these 11 children were re-

tested os the IVA la °tier to evaluate their progress.

A word of esplameelos is seeded recordists the asslysis of the IVA test

results. In order to relate lvagsvce ace *cores to throaological oge, a

&Menace score was computed by suburactiog a child's chrosological age at

the tisa of testi* fres his lassmege age score. Per ezemple, a child who

yds 46 soothe old at the time of the pretest sod eereid a laeguage age score

of 40 moths on a given iebtest voila receive a difference score of -8

moths; that Is, be Inmald have a deficit of eight maths on that subtest.

Statistical treatment of the_ IIPA scores 1ms camlacted_om tha_basit_of_these

differesce_scores. It most be kept in Mod tbst a difference licOre gain

of eft soothe betimes the pretest sod the posttest would represent that gain

plus the gala required by the Interval berms tests. Thus, if the test

Interval were eight smaths, sad the child showed a gain of als smiths, this

woald, in fact, represent a lopisosth choose (a sisanosth gala plus the eight-

mouth gain required by the test Interval) in the child's laviguage age.
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The results of the pretest and posttest perforsesce on the IIPA are
sonerised in Table V C.

=ILLS
12SMIS ON Irat ILLINOIS TEST OF PSYCROLIROVISTIC aura=

(Special blecatios Pupils)

Psycholiageistic Abilities
Auditory Receptios
Visual Reception
Verbal Sapressioe
Nona lempressioe
Auditory Association

ASSOCIati311
Aalitory Closure
Sound Slesd
Criametical Clown
Visual closure
Auditory Mem,
Visual assory

* child did not complete
NS a, sot significast

tuna lausissa Itgglium P

- 9.0 1.9 - 7.1
- 9.6 2.1 - 7.5
- 6.1 4.3 1.8
- 5.1 - .6 - 5.7
- 2.1 2.3 .2
-19.2 6.5 -12 . 7
- 9.4 1 . 7 - 7. 7
-22.3 4.4 -17.9
-13.1 3.5 - 9.6
-18.0 2.0 -16.0
- 5.5 -2 .6 - 8.1

7.0 -4.3 2. 7
-10.8 1.9 - 8.9

this &atom.

Isspection of Table C sbous that on 10 of the 13 subscales the children

were able to oda gains. The largest gates vere node in the areas of visual

receptios, auditory association, auditory closer*, and sand bleed. The

only statistically significsot gain yes in tbe area of auditory association
(p < .01). The net eatable loss ems in the area of auditory noon (-4.3).
It should be sated, Insever, tint at the tise of the pretest the children as

a group mere seven swaths above their chronological age with reopect to

auditory Amory. At posttest the children still shooed a language age of

2.7 soothe above their &nonlogical age. Since there was approoisetely a

sia-aosth test interval, the children actually nide small gains during this

interval. loot clarificatioa a this relationship, see Table V D.
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UMW
AVD/1011 Man 111701MANCI

1
Mean Oros. Age 65.0 Num Oros. Age 71.0

7.0 2. 7Plea had. I. Age 72.0 Naas Aid. am. Are 73.7

Mere it cam be sees that at pretest the sees auditory aeaory age yes

72.0 maths. On the posttest the seas auditory ammory sae was 73.7 meths.

This figure ropreseets a gain of almost two soothe. Due to the data aaalysis

technique being used, however, this gain is reflected as a loss because of

the sia-moath test interval.

In general, the resells osk tt.e /TPA were very eacouragleg. The children

gaised os 10 of the 13 subscales. Althoogh with ome exceptios these galas

IWO not statistically significant the galas did represeat some rather sig-

alficast cheeses la the lerepage ages of the childres. More isportaat thee

the sumerical gam is the fact that successful remadiatioa wes occurriag;

the children's lassusge deficits sere beteg eliaimated.

VISUAL P11101n1011

The Promtig Visual Perceptioa Test is desigaed to assess visual

pereeptioa la children betwees the ages of four sal eight. The test is

used by the lamgage development specialist to diagnose children believed

to have a visual perceptioa problem.

Ten childrea were included la the Frost's evaluation. Three of these

children were gives the isitial test dialog the 196,40 school yam 118 four-

year-olds. the other says childrae, all four.- aged five-year-olds, were

initially tested la 197041. The test results were sot saalyeed separately

because of the small sample site.
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f remediatioa. These results ledicate that tine alose wee sat a sigaificoat

factor.

Slam the lasguage specialist was thoroughly competent in the

administration and scoriae of the Frost's test, the ally other possible

emplemetion would be the etilisatioe of the remedial saterials. tin wart

based epos the istitial test remelts, i1,i1 remedial activities

vete prescribed by the lases*. developmemt specialist. In 31sy 1971 all

chileres were retested in order to mesas their prowess. The results of

the Trestle evaleatioe are summerised le Table 1.

leopecties of Table 1 reveals that am the overall PQ score aed the

five aslocales there were so galas sale hy the cldldres. The oily signifi-

cat loos (p .03) uso au the tiger. arousd subetale.

The results as the "testis test were discomeertias. the fiedisgs se

the }softest strosgly suggest that the remedial materials prescribed for

the children' did sot result le resediatioe of the visual deficits.

At the present time there is so plausible emplametioe of lay this

hippemol. the 111111* gegkerel petters occurred regardless of Wm army meths

the child had been receiving special help. the childres eith too years of

remedial 'lurk *hewed as may losses as the chiletree vith oue year or less

of remediatioa. These results ledicate that tine alose wee sat a sigaificoat

factor.

Slam the lasguage specialist was thoroughly competent in the

administration and scoriae of the Frost's test, the ally other possible

emplemetion would be the etilisatioe of the remedial saterials. tin wart



remedial package recamedal by be. Preens las met used. the paper amd

pistil remedial activities ware gives to the children, bet ths saggeeted phy-

sical esereises sod the tlevemAteemeiemel activities vete emitted. It mild

well be that the failure to coardimate all *molested remedial aettvities

sewed the peelttve partials et the remedial program, or that the scope

of this program tramseesied the childres's develepaemtel resonates. Some

of these *deficits* are Meek, labeled for this arm.

JIMINNLALAIINIMI

The results ef the eviMbewtiem et the &Llama's performs*o es the

posttest of the Coldmao4ristee sad the Mime escooragles, for the

chi/Arse male subetestial maims teuerde the meal/mime ef their lareurse

deficiencies.

lesialts as the Matte test, however, vete diseppolatimg. Om the

overall PQ score sod the ftve solocales, the draftee vete usable to dense-

*trete soy positive effects of the remedial activities. These remelts geoid

suggest that the remedial program for visual deficieseles is mot worklas amd

that revision' le the pragram abet be leitiated.



CRAM/ VI

SUP-COMM IVAINCION SUMS

She 16-1 tea Self-Coseept lavestory aatitled *The Vey I noel *beet

fern lf" see adstalotered la April 071 to the time domes of disadvasaged

kladergertea &llama who hal bees serolled is the Costal Cities Project
fot three yeses. Dar lag the owe meth the imposter/ also sea adelaisteted

to three kladergartea cosperlosa steeps coaelatiag of nodes maples of
(1) Slack shillala earelled is easels snide the Centel Cities Target
Area, (2) Melo thildesa eatolled la schools leaned ia a lor-isesee
beamed of Port Worth, and (3) I. childrea eatolled is schools is a
addille-lacese Pert Worth seighhetheed.

The Self-Ctecept heseatoty (SC1) see dosigaed by the Cestral Cities
hseasteh Itaaeger opeelfically fee presechool childless. to complete the ie-
vessory, the oblides* are asked to respond to oink of the 16 items. Their

responses are categorised as lesticative of either positive or aegative self-
comeept. /a sterlag, esti puha is gives) for each positive teepe es. mad so
polite for segetive reopesseo. The tosaltaat scot* value ray rote bottom
olio ward 16, with loser voslese isterpteted es loser gesetal self-wtosoopt

asd Melee valves as higher geaeral self-cessept. A test of the items es
the laetrosat is them I* table ill A.

As esample say be erred to illeettete the adsisisteatioa procedorre.
The adalaistrator, i.e pteosatiag the first itea to a sale salkject, ovoid
read, oldie poistiag to the stick flows ae the left side of the pose, "fhe
chilies* fa school oda fora of this bey.* *they do est *eke fea of this
boy* la reed ladle lhadleatiss the stick More to the right. The child is
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MLR 11 A

si1S-03111CM WPM=

nal ma I Pm mow mare

1. The childres is school sake Ala of this boy/sirl; they is sot sakefen of this boy/gitl. thielb is owe like yea?
2. This bey/sirl is happy; this boy/girl is sot happy. which is sere likeyes?

3. This boy/girl hes lets of friar's; this hog/girl ages sot hese lots offtisedis. Which is asee like yrs?

4. Ibis boy/sirl is sal; this boy/girl is sot sad. mica is sore lila yea?
S. This boy/sirl is smart; this boy/sirl is sot ann. Which is este likeyes?

6. This bey/girl is say; this boy/girl is sot shy. Which is sore likeyes?

1. This bey/sirl is pretty; this boy/girl is sot pretty. Width is sorelike yes?

S. the other allays &sot like this bey/girl; bet they like this bey/girl. Which is awe like you?

9. This boy/girl is a lot of tioublo to his/her *other; this boy/girl is1st a lot et tremble to hisitesr sother. adch is este like yes?
10. This bory/girl slows isms shot the teacher tells hiaflar; this bay/girlems sot & oho the tsecherr tells Ma/ker. Which is sore like yes?
11. This bey/sirl Is good St hese; this boy/sirl is sot good et here.Which is este like pie?

12. This hey/girl hes lots of friss& sit school; this bey/girl ftes sothoe lets of fries* a school. WW1 is sere like yes?
U. Ms teadher ipso this boy/girl; the testier ems sot like this boy/girl. Which is sere like yea?
14. this hay/girl is oftes sfraiii; this bey/sirl is set otter afraid.Wet is sore like jest
13. This hey/girl does sot like lis/ber brother (sistot); tug boYleirllikes Ms ?metier (sister). which is ash like yam?
16. this bey/giel likes to come to school; this boy/girl does sot Ube totwo to wawa. Which is more like yes?
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them asked, "Which is note like

Wastes to tee of the figures.

arenas V for left Note or

alaisteted in the one sumer

you?" A reops n. is media by the Child

?be admimistrator reser& the response by

le for right. The rommisimm items are ed-

/be cempleted imentery foams were hemd-mumned amd tabulated by lbrt
worth Imiepemdeat

School District assaerd amd evelmetiom persommel

ThLQfl 3it1P-Comart

The nem ewes of- the avetiel Cities kialermartoe classrooms are
presented is Vale VI I.

VAUD V/ 2

SCI atm SWIMS Ptah 11112tI COMM crnEs CLASSES

Nam Score

Mamma 1 CR 15)
Clammier 2 ON 16)
ClammotImmm 3 CR 12)

12.20
11.30
14.22

Zees of einem diffsences
imdieete thee the meat score of Classroom 3em the SC/ mem *imminently tiffelete from theater of Classing, 2 (p <

Im limht of Obis fleas*, firthrt amelysft were undertabem to determime1410 specific items em the SC/ csmtriboted to the soft diffetemces observedbetimes* the three Ommtral Cities elemarens. POr this item asel3mda, a sellhypothooda les femseleted: to dIffetemee mists betwese the temperas of apailloalhatftrittal
Cities clarion" os My gel lows moul ella teem' coats'Cities hialetsartes pepoletioe. Chi-some eselysla with cestiamity aortae-tfes sus applied to test the hypothesis.

Omar too of the 48 tests (3classrooms I 16 items) resslted la Ohl-sgmete islets sufficiestly
large toreject thelopeelesis

at the Al level eftiodUleate.
Seth of these differ-omm000 sot* homed is mesperlooloo of Classroom 2 to the total steep, esd loth
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were in the directioe of a more negative self-concept expressed by children

in that classroom. The differesces may be stated:

1. la temporises to the total Cestral Cities popslation, children

is Classroom 2 feel they are sore trouble to their mothers

(p < .01 for chi-square 10.936).

2. Is comparison to the total Ceutral Cities population, children in

Classroom 2 feel less liked by other children (p < .01 for chi-

square 10.977).1

These differseces are isdicated la Table VI DI which compares the

response patter.s of the three Cestral Cities classrooms on each of the 16

items of the SC1. General self-concept treads may be inferred for each

classrovm fres the date pissested in Table V/ C. Classrooms 1 and 2 re-

sponded mere positively them the total Cemtral Cities population on six of

the 16 items, while Classroom 3 did so on 13 of the items. This is cassis-

temt with the classreomstems pretested im Table VI B.

Although same self-coatept differeaces, as measured by the SCI, were

foomd mimes the three Cenral Cities classes, their results write combined

for comperises with those of the three kindergarten "control" groups.

CONPAM1S00 5UIP-0010CEPT MINIM RUMS

Three samples of kladergarten children were selected from the Fort Worth

area to provide self-comispt comparison dote for the Central Cities SC1 results.

1 The method of amelysis selected for comparison of groups is the chi-square
tethalque. A calabilaty corrtheti011a has bees incorporated into the calcula-
tides become the SCI yields osly a dichotomised data. The Allivel of
comfliance um selected for use with the SC/ analyses. this Stift simply
that ubis a diffeteste is stated to be significantly differest, there is at
karat at 99 pertemt probability that a tree differeste actually exists. When
evatIsseecy table espetted cell values drop below a value of five in thi-sqoare
amslysis, spotless interptetaties sty result. thes this situation exists (as
it does is the ease of Statemeet 2 above), it will be so stated. Ibis should
be a sigsal te the reader to cossider the laterpretation with caution.
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Comparison Group A consisted of 18 Anglo five-year-olds enrolled in a

kindergarten class in a midd34-income neighborhood. The sample was selected

to provide both an ethnic2 and economic contrast to the Central Cities

population.

Comparison Group B also consisted of Anglo children of the same ago,

but this sample was selected from a low-inomme neighborhood to minimise the

economic contraq sitth the project children. The sample sise is 24.

Twenty-eight Black Children selected from the Central Cities Target

Area comprise Comparison Grcmp C. The only basic difference between ths

Central Cities and Comparison Group C children was the educational program

in which they wereleurolled. For three years the Central Cities children

had been involVaii 4,0 4:4 i74-dey preschool project for disadvantaged Children,

whereas the Targt -46tos Children wore enrolled for one year in am all-day

public school kindergarten. The children in Gtoup C were of the same ethnic

background as the Project population and resided in the same area of the city.

The Central.Cities project group and the three comparison sumps all

were administered identical ECI instruments during April 1971. *Directions

for administration of the SCI were the same for all groups.

The mean number of positive responses for eadh group is promoted in

Table VI D. As mentioned, the three Central Cities classes have been com-

bined into a single group.

TABLE VI D

SCI MEAN SCORES FOR FOUR GROUPS OF KINDERGARTEN CRILDIFYI, APRIL 1971

Mean Score

Middle-Income Anglo (N 18) 14.11
Low-Income Anglo (N 24) 13.54
Target Area Black (N 28) 13.03
Central Cities Project (N 49) 12469

2
96 percent of the Central Cities project population was Black.
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Tests of mean difference were performed for all possible mean pairing..

None of these indicated a statistically sigalficant difference.

Tab Is VI E contrasts the respoase patterns of the three comparisce

groups and the Central Cities populatioa oa each of the 16 items of SCI.

The general self-concept Mad for each of the four groups is consisteut

with the central tendency date provided in Table VI D.

To analyse the comparison data, a second null hypothesis was formulated:

no difference exists between the Ceatral Cities children and each of the

three comparison groups ea any NCI item. Chi-square was selected as the

method of analysis.

No significant difference was found between the Central Cities children

and each of the comparison groups on seven of the SCI's 16 items. All

groups indicated a high level of happiness (Item 2) and perceived of *w-
ooly's as being pretty (Item 7). Items 3 and 12 were similar -- "have lots

of friends" and "have lots of friends at school." High positive responses

were made by all groups on these items, and the pattern of response sham

consistency of response within the groups. All four groups responded that
they like to cow to school (Item 16) and that, once in school, they do what
their teacher tells them to do (Item 10). Across groups, vast of the chil-

dren viewed themselves as good at home (Item 11).

The following inferences, based on differences which are significantly
different in a strict mathematical sense, should be considered with reser-

vation:

1. In comparison to both Anglo kindergarten samples, the Central

Cities children perceived themselves to be more sad (Item 4) .

No significant difference was found on this item between the

Project children and the Target Area black group.
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2. In comparison to the Kiddle-Income Anglo and Target Ares Black

pupils, the Central Cities childrsn felt that they are less liked

by their teachers (Item 13). No difference on this item was in-

dicated in comparison with the Low-Income Anglo group. It should

be noted that a great majority of pupils in all groups responded

positively to this item.

3. Central Cities children reported that they like their Siblings

more than tho Middle-Income Anglo pupils do, but less than the

Target Area Black pupils do.

Analyses of six items revealed group difference on self-concept

components wbdch are felt to be distinguishing factors in the self-concept

of Central Cities project students. Three of these differences appear to

be due to ethnic or cultural factors and three to be due to the Early Child-

hood instructional program.

The findings which seem influenced by ethnic or cultural factors

1. In contrast to both Anglo comparison groups, the project pupils

perceived themselves as being made fun of more often by other

children (Item 1). No difference exists in comparison with the

Target Area Black children. (Middle -Income Anglo comparison:

p < .01 for chi-square 6.405; Low-Income Anglo comparison:

p < .01 for chi-square 24.840)

2. In contrast to both Anglo comparison groups, children in the

Central Cities project more often responded that they are shy

(Item 6). No difference is found between the project pupils and

the Target Area Black pupils. (Mhile-Income Anglo comparison:

p < .01 for chi-square 33.248; Low-Income Anglo comparison:

p < .01 for chi-square 1.1 6.831)

76 93



3. The Central Cities group pwrceived themselves to be more often

afraid than either of the Anglo comparison groups (Item 14).

Again, no significant difference exists in comparison with the

Target Area Black pupils. (Middle-Income Anglo comparison:

p < .01 for chi-square 411 35.828; Low-Income Anglo comparison:

p < .01 for chi-square 411 26.550)

Analyses of the remaining three SCI items revealed significant

difference that set the Central Cities pupils apart Isom other groups.

1. In comparison to the Target Area Black pupils, the Central Cities

children perceived themselves as smarter (p 4 .01 for chi-square

10.347). No difference is found in comparison with either

Anglo sample (Item 5).

2. The Central Cities pupils thought that they are less liked by

other children than did the Target Area Black pupils (p < .01

for chi-square 7.782). Again, no difference is found in com-

parison with either Anglo sample (Item 8).

3. Item 9 is the only SCI item on which data analysis indicates

significant difference between the Central Cities population and

the three comparison groups. In contrast to all comparison

samples, the Central Cities pupils perceived themselves as caus-

ing more trouble to their mothers (Middle-Income Anglo comparison:

p < .01 for chi-square 7.436; LowIncome Anglo comparison:

p < .01 for chl-square a 15.041; Target Area Black comparison:

p < .01 for chi-square 45.671).

SUMMARY OF FINDINGS

The Self-Concept Inventory, "The Way I Feel About Vipmelf," administered

to samples of Fort Worth kindergarten pupils revealed similarities between

the responses of Middle- and Low-Incooms Anglo children, Target Area Black
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children, and children enrolled for three years in the Central Cities Early

Childhood Program. Similarities include perceptions of being happy, pretty,

good at home, and attentive to teachers. All groups reported having many

friends and enjoying cowing to school.

The Anglo children were more outgoing (1.0., less shy, Less often afraid)

and had better peer relations (i.e., made fun of less by other children)

than the Central Cities and Target Area children. Teasing and making fun

of each other tended to be characteristic of the Black children. However,

they did indicate that they had lots of friends and that other children

liked them.

MKPLICATIONS

There is evidence of some effect on general self-concept for children

engaged in a three-year, year-round, 12-hour-day preschool program. As mea-

sured by the Self-Concept Inventory, these children generally have a more

negative self-concept than other children of the same age.

The critical comparison in this study for evaluating the effects of

the Central Cities project on concept-of -self is'the comparison between

the Target Area Black children and the children engaged in the three-year

project. Table VI F uses data from the preceding table for this purpose,

with the information presented in terms of negative rather than positive

item response.

TABLE VI F

PERCENT RESPONSE TO NEGATIVE AVIIRNATIVES ON SELECTED SCI ITEMS
FOR TARGET AREA AND CERIUM CITIES CHILDREN

Item (Resolve Alternative) Tarn; Area Central Cities

9. Lots of trouble to mother 7 33
14. Often afraid 25 39
15. Do not like siblings 7 24
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These comparisons reveal the possible consequences of early separation

of the child fres home and family. The project children were away from home

approximately 60 hours per week over a three-year period. The assumption.

could be made that the children would be very little trouble to their mothers

and have little interaction with their siblings. Their fear could likely be

the result of parental separation.

The differences exhibited in Table VI 111 however, cannot be totally

explained by parental separation. Oa Table VI I the differences on the

three items can be accounted for by the response patterns of pupils in

Classrooms 1 and 2. Classroom 3 did not exhibit the negative response

pattern on these items that are associated with the total sample. This in-

dicates that the classroom teacher and teacher aide nay alleviate some of

the negative self-concept consequences of a comprehensive preschool progran.

Classroom observation data collected by trained staff development personnel

of the Port Worth Independent School District support this conclusion. In

comparison to the instruction psrmonnel of Classrooms 1 and 2, the teacher

and aide of Classroom 3 were judged more understanding of the needs of pre-

school children. They were characterised in classroom% observation summaries

as being more strict and more consistent in their expectations and discipline.

Minnesota Teacher Attitude scores for these three teachers revealed

further information concerning teacher attitude and the self-concept of

children in her classroom. The teacher in Classroom 3 made a score of 55

on the MTAI, the teacher in Classroom I. scored -9 and the teacher in

Classroom 2 made a high score of 90. Results would indicate that teachers

who do not score at either extreme on this test would tend to help the

children develop a more positive self-concept.



=PM VII
FOLLOV-UP MAIM= =WS

?MINOS OF TI111 FOLLOW-UP 5INET

In order to detexeine the lfterrange ef tents of the Central Cities
Project, staff embers (=ducted a follow-up evaluation using sample of

former Central Cities pupils who had had two years in the Project and were

=glean the first grade. The staff also tested a random sample of their

subjects; classmates and two groups of pupils who were enrolled in kinder-
garten in 1969-70 and served as comparison samples that year. The 1969-70

cowries& groups consisted of 15 first grade children attending schools
located in the target area and 20 children enrolled in a aiddle-ineese school.
For the purposes of this report, these groups are identified as Target Area
and Middlo-Incase samples.

After finishing kindergarten in May 1970, the Central Cities children
(T1), the Target Area children (T3), and the Middle-Incoae children (T4)
were given the Slosson Intelligence Test. The Central Cities children made
a mean gain of 5.4 IQ points on the Sloss= during their two years at Cen-
tral Cities, the Target Area children showed a mean gain of 3.4 IQ points

during on* year of kindergarten, and the Middle-Income children had a mean

gain of 12.8 during their kindergarten year. All three groups were retested

on the Sloeson in May 1971 at the end of first grade. The results of the
May 1970 and May 1971 Meson Intellipnce Toot and a May 1971 Peabody

Picture-Vocabulary Test are given in Table VII A.

The posttest mean scores for all groups of children on the 5losson wen

lower than the seen scores achieved at the end of Kindergarten in May 1970,

but the difference in the rate of lose among the groups is not statistically
significant. The Middle-Income sample was still significantly higher (p 4 .01)
than the Central Cities and Target Area children.
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NW MUM FOR MIR& CITIES
GRAMM AM COMMON GROOM

MIL= &LAU MILL=
UNA A Znitai hatiiiaL Lae Mau Lima Imenra IA
Cestral Cities 42 103.9 97.8 -6.1 5.96 52.9 83

Target Area 15 94.5 91.2 -3.3 3.48 54.6 87

Middle-18cm* 20 124. 5 U4. 7 -9 .8 7.86 68.3 114

Oa the Peabody Picture-Vocabulary Test there teas no statistically

ignificant difference between the Cestral Cities aid the Target Area chil-

dren's mean rot scores and man IQ scores, but the Iliddle-Income group was

significantly higher (p .01) than the other two. This is to be expected

since tbe Peabody Picture.11ocabulary Toot vas mood on white thildrea sad

many of the vocabulary items occur nose frequently la a white niddle-claes

culture.

Ot the 42 Central Cities graduates given the Slows Intelligence Test,

eight are enrolled in lolls/ Through first grade classes aed 34 were en-

rolled la traditional programs. Their Meson /ntelligeace Test scores are

reported separately in Table VII 8.

II

SOORIS FOR CIIMAL anis MAMA=
MOLL= IN FOLLOW =MR AND REOULAR CLAMS

bakailara

=RR I Elam balms& liaam.lasa imam la
Regular Classes 34 102.8 96,4 4.4 52.8 $3

bellow Through $ 104.0 101.8 -2.2 54.2 87
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The childrse enrolled is the Folteu Threegh classes feuded to have

higher ews on the Sissies, st the end ef the first grade thee the childrim

enrolled in traditiosal classes. but the differeece wes met statistically

significant and may sorely reflect the smell sine se the sample.

Test scores were ceilected fres first grade pupils Gavelled in regular

first grade or Voilso Three. classes. $ens se the Madre, bad previously

attended classes at the Cestral Cities Iducatioaal Sevelopmeat Cotter; others

served as comparison samples. The trestmeat groups wen:

T1 - 35 Central Cities graduates enrolled in molar first grade classes

T2 - Central Cities graduates enrolled in Feller Through classes

T3 - 20 Childress of the LOINS40 udddle-class kiedergartes cemparisee

sample sevelled in replay first grade clause

T4 - 14 childrea as a remises sample se children molted in regales

first grade clasees with CORtral Cities graduates

Ts - 12 Andrea as a readessample of children enrolled in Fellow

Through classes with Central Cities graduates

- 15 childres of the 1,10-70 target population kindergarten sample

swelled La regales first grade classes

la Nay 1071 the Stamford Saimaa Test vas gives to the Central

Cities graduates, the Target Ares eseparisen sample, and a madam sample

of children cerrently Gavelled la first grade classes with the Central Cities

chitlins. The children earelled la regular sad filler Through classes were

separated for comparison. The restate of the Stanford Acblevemeat Test are

given Le Table VII C.



Irak

AlifLULE
STANFORD ACNISTINENT TEST RESULTS

Olean Scores)

Word Paragraph Vord

I balm Amin_ Yu: liaLLi IA& Ada&
Comsat Cities

Graduates
Regular Classes, T1 25 12.6 6.3 10.5 2.6 17.4 14.1

Target Area 069-70
Comparisons Sample

Regular Classes. T2 7 10.3 6.0 10.4 3.7 14.3 11.8

Rendes $ample of
Claosmates

Revelar Classes, T4 11 14.2 7.4 12.6 5.3 20.5 16.3

Casual Cities
Graduates

Follow Through, Ts 11 7.7 3.5 9.7 1.6 16.8 7.5

Medea Sample of
Classmates

Follow Through, T6 U 8.5 4.0 9.6 2.6 18.1 8.1

There were no significant differesces among the three groups of

children *trolled in regular classes ow between the two enrolled in Follow

Through classes. There was significant difference between the Central

Cities graduates ta reviler classes and the Central Cities graduates enrolled

in Follow Through classes en three of the softest@ -- word meaning (p .01),

paragraph meaning (p 4 .05), amd arithmetic (p c .05). Statistically sig-

nificant differemces did not occur on the vocabulary. spelling, and work

study subtests.

The Stamford Achievemeat Test was not a suitable instrument for the

children in these first grads samples. The test vas administered because

it had been selected for inclusion oe the Bilingual wvalmatiem and could be

used to compare the Central Cities graduates vith the children in the Bi-

lingual Program. Newaver, the Stamford Test wigs too difficult for all five

groups of Andrea and therefore only discrimimated between children in

13
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Follow Through and regular classes. The Stanford Achievement Test was less

suitable for Follow Through children because it requires a great deal of

reading. Follow Through stresses a developmental approach instead of giving

reading skills the same emphasis they have in traditional first grade pro-

grams.

A Self-Concept Inventory containing 16 items which could be answered

in a positive or negative manner was given to the Central Cities graduates

enrolled in regular classes, a random sample of their classmates, and the

Target Area and Middle-Income samples. The mean number of positive answers

for each group is given in Table VII D.

The Central Cities graduates' mean self-concept was not significantly

different from those of the 1969-70 comparison samples of children from the

Target Area and Middle-Income groups. Project pupils scored higher than

the random sample of their classmates, but the difference was not statisti-

cally significant.

Cana

TABLE VII D

SELF-CONCEPT INVENTORY MEAN POSITIVE RESPONSES

Mean

Central Cities Graduates 34 13.50

1969-70 Comparison Sample
Target Area 15 13.28

Random Sample 20 12.35

1969-70 Comparison Sample
Middle-Income 20 13.70

(F 1.5, N.S.)

Teachers rated the Central Cities graduates, the target area children,

and the random sample of Central Cities classmates an an Adjustment Rating

Scale, considering social behavior, emotional behavior, intellectual ability,

physical status, and adjustment to classroom membership. Children's traits
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were judged on a five-point scale ranging from desirable (1) to undesirable

(5). Thus, a low score indicates a better adjustment than a high one. Mean

scores for each group in each area as well as total adjustment smuum are

given in Table VII E.

TABLE VII E

ADJUSTMENT RATING SCALE

Grouo 11. Adiust.
Social
Behav.

Emotional
Behav.

Intell.

Ability
Phys. Adj. to

Classroonk

Central Cities 39 89.13 14.73 19.78 17.23

,Statui

7.70 29.86

1969-70 Comparison
Target Area 15 99.13 14.73 21.33 20.80 8.67 33.60

Random Sample of
Classmates 18 95.22 14.39 21.06 19.50 8.67 31.17

(F201.35) (F-1.31) (F01.30) (101.35)
N.S. N.S. N.S. N.S.

Although there were no statistically significant differences among the

groups' mean scores on the Adjustment Rating Sheet, the Central Cities

children were rated as better adjusted than their classmates. They were

judged to be more emotionally mature, to have higher intellectual, ability,

to be healthier, and to have better muscular coordination. Furthermore,

their adjustment to classroom membaeship was higher than that of their

classmates.

SUMMARY OF FINDINGS

The Stanford Achievement Test did not discriminate between Os high-

and law-ability children sufficiently since the test was too difficult for

all the children tested. Although the Central Cities children in regular

classes scored significantly higher on three of the six subteste than did

the Central Cities children in Follow Through, the discrepancies may reflect

85

E2



a difference in emphasis on formal reading skills in the two types of first

grade programs.

The Central Cities graduates tend to have a slightly higher selfconcept

than their classmates; and they were rated by teachers as exhibiting better

emotional behavior, intellectual ability, physical status, motor behavior,

and adjustment to classroom membership.

Scores of the Middle-Income group remained significantly higher than

those of the other samples on the Slosson and Peabody tests. The Central

Cities children's mean score on the Slosson was higher than the Target Area

mean, but the difference was not statistically significant. Central Cities

graduates enrolled in Follow Through classes tended to maintain the gains

they made on the Slosson during their preschool years better than Central

Cities graduates in regular classes, but there were too few children in the

Follow Through Program to permit a valid comparison.

Children from all three groups receiving the Slosson Intelligence Test

made lower scores at the end of the first grade than they had made at the

end of kindergarten. However, there was no significant difference in the

rates of regression. The decrease in IQ scores may be explained by the fact

that most standardised tests for young cluldren are normed on samples with

little or no educational intervention. One would expect that a group of

children with one, two, or three years of preschool education would compare

very favorably with such a norm. At age six, however, most children in thie

country hove completed at least one year of school. Thus, the forming sample

for a test at age six would contain a majority of children with educational

experiences, and the performance of children with preschool experience would

be compared with a norm significantly different from the younger age standards.

One would expect, therefore, that the difference in ability between the norm

and the performatice of children with preschool experience would decrease.
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This statistical decrease or regression represents not so much a loss of

ability for the preschool groups, but rather an increase in the intellectual

development of the norm sample due to increased educational experience. Such

a phenomenon occurs quite frequently. For example, a child who matures

early will often appear much more advanced than his peers. Once his peers

mature, however, one often finds that the early-maturing child is best de-

scribed as being within the average range.

This regression in IQ scores is not unique to the present evaluation.

The majority of follow-up evaluations of preschool programs have observed

the same general phenomenon. That is, the children at the end of the first

grade generally tend to show a loss in IQ. This phenomenon is sometimes

taken to discredit compensatory or intervention strategies in early child-

hood. It could well be, however, that this regression is not so much a

function of the ability of the children as it is of the norming procedures

used for standardized tests. However, this may also be failure of the first

grade classes to continue to provide experiences necessary for maintaining

intellectual growth. Under these circumstances one must be careful not to

interpret this regression as evidence of the failure of the Central Cities

Project. The real goal of the preschool program is not to win a numbers

game of IQ scores, but rather to give the disadvantaged child an opportu-

nity to =quote on an equal basis with his more fortunate peers. Educators

must not lose sight of this primary objective.

The importance of this final objective should compel educators to

continue research efforts which may result in more effective programs in

early childhood education and a better understanding of the learning process

and its evaluation.
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CHAPTER VIII

SUMMARY AND CONCLUSIONS

The Central Cities Early Childhood Program provided an educational

enviroimment which included a sequentially planned curriculum, guIded peer

group interaction, and nutritional and medical services for disadvantaged

children ages two to five. The program provided Staff Development for the

teachers of these children and a Parent Involvement component to help parents

enrich and reinforce their children's learning experiences.

The three major objectives of the program and a summary of the research

data for 1970-71 follow.

OBJECTIVE ONE

Children enrolled in the.Central Cities preschool program will
score higher on measures of affective, cognitive, and psychomotor
development than children in day'care centers.

The comparison children enrolled in day care centers had higher IQ

scores on the Slosson pretest than did Central Cities children. This was

to be expected, as Central Cities children were selected on the basis of

deprivation. Generally, the greater the deprivation the greater the like-

lihood of poor showing on IQ tests. Day care children, although they live

in the target area, are from families of a higher socioeconomic level than

Central Cities children. Their parents are employed and pay for day care

on a sliding scale. Many parents of the Central Cities children are unem-

played and on welfare.

Analysis of test results on the two-year-old Project children and

Comparison children show that Project children of age two made a mean gain

from October to May of 11 IQ points on the Slosson, whereas the Comparison

88 96
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group lost 3.18 points. Project children showed a mean gain of 44.25 points

on the Preschool Attainment Record's Social Subscale. The PAR Social Subscale

was not obtained on the day care children. Although the comparison group

began the year with higher Slosson IQ scores, posttest scores were not signi-

ficantly different. Comparison of the Project and Comparison groups on

pre- and posttests with pretest Slosson treated as a covariable shows no

difference between the groups.

Pre- and posttest results of the three-year-old Project children and

the Comparison group show that the Project children made significant gains

on the Slosson, Raven, and Auditory Test of Language Comprehension. Project

children also made gains on the PAR Social Subscale. The comparison group

made significant gains only on the Auditory Test of Language Comprehension.

The PAR Social Subscale was not dbtained on the day care children.

Although the Comparison group made higher pretest scores on the Slosson

and Auditory Test of Language Comprehension than the Project children, the

posttest scores were not significantly different. Analysis of covariance

between the two groups on the Slosson and Amditory Test of Language Compre-

hension shows no significant difference between the groups.

Pre- and posttest results for Project and Comparison three-year-old

children on the Raven Progressive Matrices show a significant difference

between the groups. Among children who had the same initial level of ability

on the pretest, the Project children's expected performance level was 3.28

points above the Comparison group.

Children of age four enrolled in the Central Cities project had enrolled

at age three or two. Therefore, this was the second or third year of educa-

tional intervention for these children. The four-year-old Project children

had made significant gains on the Slosson Intelligence and Preschool

Attainment Record Social Subscale in prior years; therefore, they did not
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show gains this year on these instruments. The four-year-old Project

children did show significant gains this Aar on the Raven Progressive

Matrices and Auditory Test of Language Comprehension.

Analysis of covariance revealed no significant differences between the

Project and Comparison four-year-old children except on the PAR Social Sub-

scale. There was a significant interaction in that Comparison children who

scored low on the pretest Social Subscale scored higher on the posttest than

Project children. Conversely, Project children who scored high on the pre-

test scored higher on the posttest than the Comparison group.

Results of the research on the five-year-old children was of tremendous

value due to the three comparison groups.

Significant pre- and posttest gains were achieved by the Central Cities

children on the Auditory Test of Language Comprehension, Raven Progressive

Matrices, and Test of Basilp Experiences. Significant gains had been achieved

in prior years on the intelligence test and the PAR Social Subscale; there-

fore, additional gains were not made on these instruments this year. Prior

gains were retained and the pretests of these children were significantly

higher than those of the target area comparison groups.

Posttest results show that the Central Cities children were significantly

higher than the target area children on the Slosson Intelligence Test and

Raven Matrices. They were not significantly different on the Auditory Test

of Comprehension and Peabody Picture-Vocabulary Test. The Central Cities

children's posttests were not different from the low-income Anglo group on

the Slosson and Auditory Test of Language Comprehension. They scored sig-

nificantly higher than the lowaincome Anglo group on the Raven, but the low-

income group was higher than Central Cities on the Peabody Picture-VOcsibulary

Test.
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When compared to the middle-income group the Central Cities children

were significantly lower on all tests.

Use of covariance with the four groups shows a significant interaction

when group members had the same initial level of pretest ability on the

Auditory Test of Language Comprehension. Project children who scored low

on the pretest scored lower on the posttest than the target area, middle-

income, and low-income children. Conversely, experimental children who

scored high on the pretest scored higher on the posttest than did the target

area, middle-income, and low-income children.

Children enrolled in the Central Cities project made significant score

increases on measures of cognitive and social development. After three years

in the project five-year-old children were significantly higher on tests of

mental ability than children from the same area of Port Worth who received

only one year of kindergarten. The Central Cities film-year-old children

were not significantly different from the Anglo children from the low income

area, but they are still significantly lower than the middle-class children

who had completed one year of kindergarten.

The goal of the Central Cities project was to bring the deprived child

up to a level at which he could successfully compete in education with his

peers from a higher socioeconomic lwvel. Therefore, the project appeared

highly successful. After three years the Central Cities children's scores

on the Test of Basic Experiences were at the 90th percentile on national

norms, on the intelligence test at the 69th percentile, and on the Raven

Progressive Matrices at the 75th percentile.

The children from the target area with whom the Central Cities children

compete in first wcade were significantly lower on the Slosson Intelligence

Test and Raven Progressive Matrices.
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The mean score for the Central Lities five-year-old children on the

Test of Basic Experiences (General Concept) was at the 90th percentile

according to the norms given in the test manual, indicating a readiness for

first grade work.

The importance of three years of preschool is evident in a comparison

of five-year-old Central Cities children and five-year-old target area kin-

dergarten children. Central Cities five-year-olds achieved mean IQ scores

of 108 on the Slosson Intelligence Test, the 69th percentile, while the

Comparison group had a mean IQ score of 97, at the 43rd percentile for this

test. Raven Progressive Matrices mean score for Central Cities children

was at the 75th percentile; the Comparison group was below this 50th percen-

tile.

A longitudinal study of the children who had been in the program for

two or three years provides evidence of the importance of preschool education

at an early age for disadvantaged children. Score gains obtained on the

Slosson Intelligence Test are related to the nuaber of years the children

spent in school and also their ages at entry. Children who entered the pro-

gram at age two and continued for three years made a mean IQ gain of 25

points; children who entared at age three and continued for three years

gained a mean of 12.74 points; and children who entered at age three and

continued for two years made a mean gain of 7.6 points. Therefore, if in-

creased IQ scores are an acceptable criterion for an educational preschool

program, intervention should begin at age two or three to be most effective.

2LIKIESILIE

Children of Central Cities parents who participated most in parent
meetings will achieve greater gains on norep-referenced tests than
children of parents who participated least.
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The mean score for the Central Cities five-year-old children on the

Test of Basic Experiences (General Concept) was at the 90th percentile

according to the norms given in the test manual, indicating a readiness for

first grade work.

Tbe Wortance of three years of preschool is evident in a comparison

of five-year-old Central Cities children and five-year-old target area kin-

dergarten children. Central Cities five-year-olds achieved mean IQ scores

of 108 on the Slosson Intelligence Test, the 69th percentile, 'Alla the

Comparison group had a mean IQ score of 97, at the 43rd percentile for this

test. Raven Progressive Matrices mean score for Central Cities children

was at the 75th percentile; the Comparison group was below the 50th percen-

tile.

A longitudinal study of the children who had been in the program for

two ot three years provides evidence of the Wortance of preschool education

at an early age for disadvantaged children. Score gains obtained on the

Slosson Intelligence Test are related to the number of years the children

spent in school and also their ages at entry. Childimwiwho mitered the pro-

gram at age two and continued for three years side a mean IQ gain of 25

points; children Alm entered at age three and continued for three years

gained a mean of 12.74 points; and children uho entered at age three and

continued for two years mode a mean gain of 7.6 points. Therefore, if in-

crowed IQ scores are au acceptable criterion for an educational preschool

program, intervention should begin at age two or three to be most effective.

21621tELLIE

Children of Cemtral Cities parents vho participated soot in parent
seetinge will achieve greater gains on norn-referenced tests then
children of parents mho participated least.
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Parent involvement was an important part of the Central Cities preschool

program. In order to assess the effect of parent participation on their

children's IQ, a correlation was computed which revealed that the amount of

parent particpation (attendance at school meetings) was not significantly

related to the IQ gains of their children. Caine obtained by the children

on other test instruments were not computed.

In 1961-69, there was tendency for children of parents most highly

involved in the parent programs to achieve greater IQ gains than children

of parents least involved. Results of this objective would indicate that

more effective smthods of including parents and also smasuring the parent

programs should be devised.

SUEUMUMBill

Children of teachers who are most successful in achieving the
objectives of insservice training programs will show greater gains
on evaluation instruments than children whose teachers are less
succedsful.

Staff development in-service to upgrade the skills of the staff was an

important part of the Central Cities Program. The Minnesota Teacher Attitude

Inventory, the only standardised instrument gtven to teachers over the three

years of the program, measures minimum and not significant changes in teacher

attitudes. A correlation study revealed that teacher attitude wee not sig-

nificantly related to the 111 of the children in their classes during the

third year of the program.

In 1969-70, significant IQ gains on the Masson were obtained by

students uho were placed with teachers who scored low on the MAI. In

general, children in a class of a more authoritative teacher mode greater

IQ gains than children with less Authoritative teachers. The results of
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the language test did not reveal this difference. Similar results were

also found in 1968-69.

MIGNII211

Three years of research on children whovere enrolled in the Central

Cities Early Childhood Progr.a supports the following conclusions:

(1) Children enrolled in the Central Cities Early Childhood Program

make greater pre-posttest gains on the Slosson Intolligence Test

at ages two and three than children of the same ages enrolled in

day care centers.

(2) Intervention at ages two and three brings greater score increases

on a standardised IQ test than later intervention at ages four and

five.

(3) Children achieve significant score gains on IQ tests during their

first year of preschool intervention and tend to maintain these

gains when preschool intervention is continued.

(4) All experimental and cOmparison children tested show a decrease

in IQ score between the end of kindergarten or preschool and the

end of first grade regardless of the economic level or racial

compositiln of the group.

(5) Disadvantaged children show readiness for first grade work after

three years of preschool in the Central Cities program.

(6) Children with special learnimg disabilities, tam diagnosed in

preschool and Oven special lessons, can overcome these disabilities

as shown by increased scores on the Illinois Test of Psycholinguis-

tic Abilities and Ooldmany-Tristoe last of Articulation.

(7) The Central Cities kimdergarten curriculum hes greater effects on

the verbal comprehemsion of children with high initial verbal
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comprehension than the kindergarten curriculum used by the compari-

son groups. This was true even for the middle-income comparison

group.

(8) The Central Cities curriculum has proven effective in increasing

observational skills and the intellectual development of children

ages three to five.

(9) Disadvantaged children with only one year of kindergarten score

below the 50th percentile on all standardized tests given, whereas

children with three years at the Central Cities program score above

the 60th percentile on all standardized tests.

ANOMIPUBM

(1) The Central Cities Program should be continued for disadvantaged

children and-the curriculum should be extended into other socio-

economic levels.

(2) Educational intervention for the disadvantaged should begin at

age two or three for maximum effectiveness and should be continu-

ous until school age is reached.

(3) Special learning disabilities should be diagnosed in early

childhood and dealt with through special lessons before first

grade.

(4) Further study needs to be made regarding the relationship of

teacher attitude and level of training to pupil achievement in

the Sarly Childhood Program. Further study also needs to be made

regarding the relationship of parent involvement to pupil achieve-

ment.
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